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Appendix 1: Writing Task Force Report

SPU Writing Task Force Report
to Faculty Curriculum and Assessment Committees

Task Force Chair:

Christine Chaney

Interim Director of Campus Writing, Professor and Chair of English

Task Force Members:

Owen Ewald

Language, Cultures, Linguistics Department (representing the Assessment Committee)
Liz Gruchala-Gilbert

Library (representing the Curriculum Committee)

Gaile Moe

Family and Consumer Sciences Department (member-at-large, former chair of UPEC)

Introduction and Overview

The Writing Task Force was convened in the spring of 2012 by UPEC in response to their audit
of all Seattle Pacific University writing instruction (see report, appendix pages 4-16). UPEC gave
the task force our charge “to envision and subsequently develop a comprehensive writing
program at SPU that includes clearly articulated goals and assessment strategies” (see task
force charge document, appendix pages 1-3).

By way of background, it may be surprising to learn that there actually hasn’t been a
universally-required, standard writing curriculum at SPU at least since the 1974-76 catalog, as
University Archivist Adrienne Meier’s research shows (see appendix pages 34-44). But this
historical curricular shift away from earlier catalog requirements was not done for pedagogical
reasons but rather for resource ones, as former SPU faculty members and administrators have
helped us understand.

In the early 1970s, in response to pressures to increase SPU’s academic rigor, hard choices had
to be made about the allocation of limited faculty teaching resources for writing instruction.
Many universities across the country, under similar academic and financial pressures in that
generation, shifted to adding a large cadre of dedicated part- or full-time writing specialists to
their campuses -- teachers who were not regular, tenure-track faculty members but rather
ongoing Instructors or Lecturers in order to continue offering the standard college writing
courses. This staffing solution was not ideal, of course, but the move was made so that those
colleges would not lose universal writing instruction for all the students, one traditional



backbone of the liberal arts curriculum. (Seattle University, University of Puget Sound, and PLU
are local examples of this decision — see appendix pages 45-47.)

SPU, however, made different curricular choices in response to that same resource pressure
but, as a consequence, gave up universal writing instruction. Open-ended expectations for
writing instruction were instead spread across the General Education program into varying
courses and requirements over the years (including shifting elements of the Core and “W”
program, see appendix pages 34-44 for details). And SPU’s only form of assessing writing
competency necessarily tilted toward seeing it as an incoming high school student placement
threshold alone (emphasizing “college readiness”) rather than as a college graduation standard.

It is perhaps not surprising, then, that the only required writing class at SPU (English 2201)
came to be seen as “remedial” since only those students who weren’t “up to incoming college
level” were ever required to take it (and they made up only a percentage of any given freshman
class). Just to make matters even more complicated, the University Scholars faculty have
alternately developed a much more focused, robust emphasis on writing in the honors core
curriculum thereby inadvertently creating a two-tier, “haves and have-nots” situation where
University Scholars now receive a markedly more effective writing curriculum than SPU
students as a whole.

We can certainly understand and appreciate the efforts of our earlier colleagues to somehow
hang on to writing instruction at SPU without the resources or staffing to teach it in the
curriculum or comprehensively assess it as part of student learning. But it has been long enough
now that we can see the unintended consequence of those hard choices. By moving from
required writing instruction for all students to our current uneven assemblage of courses,
choices, assignments, and requirements, SPU has inadvertently continued to conflate incoming
high school placement with college graduation proficiency ever since -- and with little or no
ability to assess and track learning. There is a reason so many students seem to struggle with
writing —and learning — at SPU. We have not taught them how to do it at the college level.

Our task force’s charge is therefore a timely and important one. National higher education
leaders of many kinds are also finding that increased college writing instruction is one of the
single most effective ways to foster all learning in students. Several prominent leaders (such as
Vincent Tinto) and several recently prominent books (such as Academically Adrift by Richard
Arum and Josipa Roksa) articulate this need in clear and compelling language:

“[H]aving demanding faculty who include reading and writing requirements in
their courses (i.e. when faculty require that students both read more than forty
pages a week and write more than twenty pages over the course of a semester)
is associated with improvement in students’ critical thinking, complex
reasoning, and writing skills. ....Even after we control for a range of individual
attributes, including academic preparation, students...still improved their skills
significantly more than did students lacking those experiences.” (Arum and
Roksa 93-94)



Now is an excellent time, in many ways, for SPU to revisit its writing curriculum.

Before moving on to new recommendations, however, we wish to recognize and applaud the
many faculty members across SPU who already care deeply about the issue of effective student
learning through writing and who adhere to high standards in both. In many cases, these faculty
members have taken extraordinary measures — often at their own cost -- trying to help students
learn to write while simultaneously teaching the content of their own discipline, all in the same
class, and with predictably difficult results. But this ad hoc system based on individual faculty
heroics is neither effective nor comprehensive for all SPU students, as the UPEC writing review
clearly showed. Our recommendations seek to redress this serious curricular and learning
deficit on our campus, based on our charge to “envision and subsequently develop a
comprehensive writing program at SPU.”

In addition and fortuitously, recent advances in the cognitive sciences have dramatically
impacted the field of writing pedagogy itself, leading to a new and much stronger academic
consensus about writing’s role in effective student learning across all majors on campus (see
appendix pages 49-50). This emerging consensus particularly incorporates “transfer of
learning” cognitive data findings. In brief, this research has shown that students across all
disciplines greatly benefit from freshman-year writing instruction that emphasizes rhetoric.
These newly-framed classes teach students to see, through both reading and writing
assignments, what counts as a claim, what counts as evidence, and how can we assess whether
this information is reliable. Rhetorical instruction, the research has shown, “transfers” much
more successfully into disciplinary learning for students than the old-fashioned days of “English
composition class” as they move into major programs.

These new findings have also contributed to a virtual explosion in new college writing
pedagogies, textbooks, and software programs that support this instruction as the key building
block for teaching students “academic inquiry” itself — that is, in many ways, “how to be a
successful college learner.” The importance of “transfer of learning” in the writing curriculum
has also solidified the trend toward building on freshman-level introductory courses with
systematic, discipline-specific writing training to follow through to graduation.

Much has changed in college writing since the old days of “freshman English” and yet some
surprisingly traditional notions — such as the centrality of rhetoric -- have also returned with
new vigor in light of these recent scientific advances. Our task force recommendations below
incorporate many of these new “best practices” and teaching tools in order to create a
comprehensive and effective writing curriculum as the backbone for all successful student
learning at SPU.




Overview of current national writing pedagogy best practices
(see appendix pages 17-33 for representative source materials):

o Instruction in college writing is foundational for teaching “academic
inquiry” across all college disciplines and must be explicitly taught
beginning with a universal, two-course freshman-level sequence.

° Increasingly rigorous writing requirements must continue through
the sophomore to senior years, embedded in both general education
and major coursework, and leading to an assessable measure of
competency at graduation (in many cases using a required senior
essay/thesis and digital student portfolio).

Specific SPU Task Force Recommendations

We believe that the following curricular and program proposal achieves the important aims
outlined above. It “envisions a comprehensive writing program at SPU” that will dramatically
increase student learning, bring us into compliance with national best practices, and “includes
clearly articulated goals and assessment strategies.”

Summary of recommendations:

1. Implement a required two-course sequence (10 credits) in the freshman year for all
incoming students, preparing them for university-level academic inquiry, critical
thinking, and writing during the rest of their time in college. (The first course teaching
the foundations of academic inquiry and writing, and the second one discipline-
embedded research writing). However, we recognize that ten new credits cannot be
simply added to our current General Education program without reducing credits
elsewhere, nor without a thoughtful review of our early-college curriculum as a wholg.
We recommend instead that a special faculty task force be called to thoroughly
investigate the possible implementation of these writing courses in the context of
assessing the overall effectiveness of our first-year program.
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2. Develop a new, clearly-articulated “W” framework for writing expectations across the
SPU curriculum in general education and the majors, providing an assessable template
for departments and degree programs, and showing increasing challenge and rigor from
the sophomore through senior years. A final written work as determined by individual
departments (such as senior thesis or essay) will be required for graduation.

3. Implement a university-wide holistic, digital, portfolio-based assessment program,
incorporating evidence of student learning at all levels and in all expected graduation
outcomes.

4. Hire a full-time, disciplinary-trained, and experienced Director of Campus Writing
responsible for leadership, faculty development, oversight, and assessment of this
program at all levels.

5. Return to staffing a writing tutorial course as a linked writing “lab” requirement for
those students who need specialized academic support in addition to regular
coursework (such as those from underserved populations and/or ESL students).

6. Increase professional staffing and hours, and, if possible, move the physical location of
the Writing Center to a central, widely available part of campus (such as the Library) in
order to provide more effective and robust support for student learning across the
campus.

Recommended Comprehensive Writing Program in Detail

FRESHMAN YEAR: Two required courses (10 credits) for all SPU students.

“WRI 1000:” Academic Writing Seminar (5)

Explanation and Rationale:

WRI 1000, required early in the freshman year, would provide the curricular backbone for all
academic inquiry at SPU for all students. It would be taught by a combination of regular English
faculty members (or interested others) and a cohort of regular Instructors/Lecturers with
specialized training in writing pedagogy, as is standard at most colleges and universities nation-



wide (see appendix pages 45-47 for examples of such writing faculty staffing at peer and
comparable universities). Student enrollment limited to approximately 20, freshman only (or
transfers, as needed).

Course goals and outcomes include:
o Understanding the basic elements of academic inquiry in both reading and writing at the
university level -- identifying key ideas, formulating questions, evaluating evidence, and
developing claims.

o Understanding writing situations, strategies, and conventions.

o Practice at deploying the elements of college-level composition, including the
importance of revision for developing and deepening ideas.

o Summarizing and documenting sources (and avoiding plagiarism).

o Sentence- and paragraph-level writing conventions.

Example textbooks:

Understanding Rhetoric: A Graphic Guide to Writing (Bedford/St. Martin’s, 2014)
Everything’s An Argument (Bedford/St. Martin’s, 6™ ed, 2013)

From Inquiry to Academic Writing: A Practical Guide (Bedford/St. Martin’s, 2012)
Acts of Inquiry (UW custom textbook)

“WRI 1100:” Inquiry or Research Seminar (5)

Explanation and Rationale:

WRI 1100 is a research seminar course, helping students build on the basics of academic inquiry
learned in WRI 1000 by incorporating the elements and standards of college-level research skills
and writing (and therefore must follow WRI 1000 in sequence.) This content-rich course is also
embedded in disciplinary learning, giving students specific practice in gathering and evaluating
research materials along with using them appropriately in effective research writing. The SPU
librarians will be asked to partner with faculty members to help develop each course’s research
curricula and learning outcomes. Student enrollment would be limited to approximately 20,
freshman only (or transfers, as needed). See example courses and assignments from Seattle
University and Pacific Lutheran University (appendix pages 20-33).



Course goals and outcomes include:

o Understanding the elements, situations, and conventions of research writing at the
university level, deploying them effectively within the course’s particular disciplinary
framework.

o Finding and evaluating academic sources of all kinds (including textual, database, and
field research) —including a required library component.

o Synthesizing research information accurately and effectively and summarizing from
sources.

o Writing accurate and effective research papers of extended length.

Example syllabi and assignments (see appendix pages 22, 24-33):
“Freshman Inquiry Seminar” (PLU)
Seattle University Core Curriculum diagram
Seattle University sample writing assignment
from “Inquiry Seminar in the Natural Sciences”

Example textbooks:
They Say, | Say: The Moves That Matter in Academic Writing (Norton, 2" ed, 2012)

N EW llWII

A new university-wide outcomes and assessment framework for student writing, clearly
articulated across the curriculum, and leading to expected graduation outcomes.

AND

NEW PORTFOLIO REQUIREMENT
Student-generated digital writing portfolio (required for graduation), must contain
representative and assessable student writing from each academic year.

Explanation and Rationale:

The new SPU “W” program will be a well-understood and explicit set of writing requirements
and developmentally-appropriate learning outcomes from the freshman through senior years.



This new “W” program will track with the latest pedagogical research by explicitly moving
students through a required series of courses and assignments -- from “novice” college writers
at the freshman level to proficient graduating seniors capable of successfully deploying “expert
insider prose” in their majors (see appendix pages 21 and 23).

In conjunction with these requirements, the e-Portfolio software will provide a holistic,
assessable, and student-managed means to store and use all written materials. The portfolio
also provides an easily managed digital template for both students and faculty members to
track “W” progress through to graduation.

First year: 10 credits of required coursework (WRI 1000 and WRI 1100) — which together make
up the “W1” requirement.

Second or third year: “W2"” requirement(s)

Each department will designate their own set of courses and/or assignments that meet
the “W2” threshold in their discipline for second-year (or “early major”) mastery, in
consultation with the Director of Campus Writing and after an appropriate period of faculty
development. To be more specific, some departments may choose to designate certain whole
courses as meeting the “W2” requirement and others may opt to spread the requirement out
across several designated assignments in two or more courses (which can be managed and
tracked through the e-portfolio). The guideline expectation is that these courses and
assignments operate at the 2000-3000-level only and could not be taken by students until all
“W1” requirements have been met.

In addition, departmental advisors may freely substitute other assignments or
coursework to satisfy the W2 designation as needed for transfer students on a case-by-case
basis.

All “W2” designations in a department would be approved and subsequently assessed
for effectiveness by the Director of Campus Writing

Third or fourth year: “W3” requirement(s)

Each department will designate their own set of courses and/or assignments that meet
the “W3” threshold in their discipline for third- or fourth-year students, in consultation with the
Director of Campus Writing and after an appropriate period of faculty development. To be
more specific, some departments may choose to designate certain whole courses as meeting
the “W3” requirement and others may opt to spread the requirement out across several
designated assignments in two or more courses (which can be managed and tracked through
the e-portfolio).

All “W3” courses and/or assignments build on the practices of “W1” and “W2” by
expecting students to increase in the depth and sophistication of their written ideas and
arguments at the “advanced major” level. The guideline expectation is that these courses and
assignments operate at the 3000-4000-level only and could not be taken until all “W1”and
“W2"” requirements have been met. As before, departmental advisors may freely substitute
other assignments or coursework to satisfy the W3 designation as needed for transfer students
on a case-by-case basis.




All “W3” designations would be approved and subsequently assessed for effectiveness
by the Director of Campus Writing.

Final year (graduation requirement): Senior Essay or Other Written Project

Each department will require a senior essay or other written project in the major as a
measure of graduation proficiency. This written work will show that they have achieved
successful mastery of both the content of their major as well as the appropriate skill in
discipline-specific writing (“expert insider prose”). The senior essay or other written project will
be assessed according to a rubric developed by each department in consultation with the
Director of Campus Writing. This senior essay/thesis may be also used for departmental honors.

The guideline expectation is that this senior essay/project could not be submitted for
graduation until all “W1,”“W2,” and “W3” requirements have been met.

NEW FULL-TIME DIRECTOR OF CAMPUS WRITING

Explanation and Rationale:

A new, comprehensive SPU writing program will require at least one full-time faculty member
to lead faculty development, monitor and propose curriculum, administer the program, and
assess student learning, as is standard at most universities. The Campus Writing Director will be
a faculty member whose credentials incorporate both scholarly expertise in this field as well as
robust practical experience in writing pedagogy and programs. The Campus Writing Director
will teach W1000 and W1100 annually and will report directly to the Dean of the College of
Arts and Sciences

WRITING TUTORIAL “LAB” COURSE

Explanation and Rationale:

In previous years, SPU has resourced, on an ad hoc basis, a successful program of linked writing
“lab” tutorials (connected to a regular writing course) for those students who need specialized
academic support (such as those from underserved populations and/or ESL students). These 2-
credit sections paired an experienced writing Instructor/Lecturer working closely with two to



three students on supplementary learning assignments, greatly increasing student learning and
academic success. This program should be made a regular part of the new writing curriculum
and staffed appropriately and permanently.

NEW WRITING CENTER

Explanation and Rationale:

The current SPU Writing Center is staffed by dedicated part-time peer tutors and staff members
who care deeply about student learning. However, the reality is that they have only a fraction
of the resources needed to do so regularly and successfully. Specifically, SPU’s Writing Center
currently has only has five part-time student tutors, no full-time staff members or directors,
and is housed in a shared space in the Moyer Hall basement. Contrast that with our sister
school, Seattle University, which currently employs 23 peer tutors, a full-time director and
assistant director, and has four full-time support staff members in their library-based (and
therefore widely accessible) Writing Center.

We recommend that SPU do likewise and vastly increase the resources, professional and

student staffing and hours of the Writing Center, as well as, if possible, move it to a more
central and accessible campus location.

Proposed TIMELINE for implementation

April 2013 Writing Task Force Recommendations to Assessment and Curriculum
Committees

May 2013 Writing Task Force reports findings to Faculty Senate and New
Implementation/First-Year Review Task Force convened

Fall 2013 - Writing Curriculum Implementation/Review Task Force at work
Winter 2014 Pilot program begins for new departmental “W” requirements
Possible trial use of e-portfolio and Writer’s Help software

April 2014 Implementation/First Year Review Task Force reports to faculty
Faculty governance approval of new curricular program



May 2014 New full-time Director of Campus Writing hired
Newly-expanded Writing Center in the planning stages

Fall 2014 Approved curricular changes to Catalog
Hiring of new writing Instructors

Winter 2015 Hiring of new writing Instructors, as needed
Faculty development program begins

Spring 2015 Faculty development program continues
Final planning for full implementation of curriculum and full expansion of W and
portfolio program

September 2015
New universal writing curriculum for all SPU students begins
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DIULS LUNIBUUL, DEdll Ul LHE LuliggeE UL ALLS dITU SLIETILES
FROM: UPEC
RE: Writing Requirements Program Review
Date: April 18,2012

Writing Program Description
The Writing Program at Seattle Pacific University (SPU) is multi-faceted. The program is responsible for:
1. Providing an evaluation of entry-level student writing through the English Placement Procedure (EPP),
2. Offering students who fall below entry-level writing requirements the ENG 2201: Intermediate College
Writing course,
Helping students with their writing through peer-centered instruction by way of the writing Center,
4. Advising faculty on the requirements for the eight credits of “W” courses needed for students to

graduate.

w

Analysis and Appraisal
The Writing Program’s disparate parts elicited a lively discussion within UPEC. While each piece within the

program offers unique ways to improve student writing at SPU, we feel that additional data will strengthen our
understanding (and the community as a whole) of the efficacy of the writing program. Therefore, we have
grouped our analysis, questions, and requests for data around the EPP/ENG 2201, “W” Courses, The Writing
Center, and the writing done in USEM, UCOR, UFDN, Capstone, and lower-division courses.

The EPP and ENG 2201
The adoption of the EPP clearly relieves a burden from English Department faculty, while simultaneously

allowing students who need ENG 2201 the advantage of no longer being delayed by two quarters. The ENG
2201 course, however, does not reach all of the students who may benefit from an intermediate college
writing course. The selection of the bottom 30-40 percent of EPP scores predicated on number of seats
available in ENG 2201 seems to assist only the least capable writers within each first year class (and this

fluctuates from year to year by the first year's class size).

While the suggestion of requiring a universal SPU writing course would seem reasonable,

e What data suggests that SPU students would benefit from a required writing class like ENG 2201?

e How are the goals/ objectives of ENG 2201 implemented and what is the accountability process to
ensure such implementation occurs (and if ENG 2201 was implemented as a universal requirement,
what impact would that have on the campus-wide writing program (or would it eliminate the need for

a campus-wide writing program)?

“W” Courses
The DCW states that the discipline specific “W” courses function as a second-tier system of writing. As one of

the most visible aspects of the Writing Program incorporated through the major, the eight credits of “W”
courses students are required to take should significantly impact how they write.

e What should be the goals and objectives for a “W” course?
e [f these goals and objectives are discipline-based, what guidance would/could be given to faculty

teaching these courses?
e Alternatively, should the faculty create a document for the DCW to illustrate what successful
discipline-based writing should entail, or should the requirements of a “W” course be standardized

across schools/departments?



¢ What review has been done of the understanding and efficacy of “W” courses?
¢ Could syllabi be collected to ascertain the amount of writing (and the process of writing) done in the

courses?
e How does the DCW assess the discipline-specific nature of the “W” courses for majors?

The Writing Center
Providing peer feedback is an innovative and cost effective way to improve student writing. If the general
perception of the Writing Center is indeed of a remedial writing center that stigmatizes the students who use

it, how do we rectify that perception?

e What data (from students and/or faculty) illustrate that using the Writing Center is stigmatizing?

e |sthe Writing Center serving as a help for remedial writing, i.e., what do we know about who and how
many students are using the Center in a given week/month/quarter/academic year?

e Can the Writing Center be incorporated into general education classes in some way to “get the word
out” about it, making students more comfortable with the idea of using it?

¢ Should other changes to the Center (changing hours, location, staffing) be implemented to attract

more student use?

USEM, UCOR, UFDN, Capstone, and Lower-division Courses

De<pite some of the obstacles to providing students with a comprehensive writing program, it is promising to
see that data from the College Learning Assessment (CLA) show that SPU first year and senior students show
an improvement in analytic writing tasks. It is also encouraging to see that data from the National Survey of
Student Engagement (NSSE) indicates that SPU contributes to students’ improved writing. The DCW, however,
states that the writing requirements in USEM, UCOR, and lower-division courses have been jettisoned.

e What evidence is used to measure the amount of attention paid to writing in lower division courses, as
well as USEM, UCOR, UFDN, and Capstone courses?

e What data can be used to measure this (e.g., CAS’ 2011 data collection of how many pages are written
in all CAS courses for Winter Quarter 2011)?

Writing requirements for USEM, UCOR, UFDN, and Capstones may be the best chances of a cohesive writing
program reaching SPU students, short of a universal freshman composition class.

e What faculty development strategies are being taken to assist faculty in developing appropriate .
writing projects for these courses?

e One way to gauge student writing improvement (or lack thereof) might be to institute a reflective
essay or other writing assignment to be required in USEM (freshman year) and Capstone (senior year)
for comparative purposes. Could something like this be implemented?

Commendations

We commend the DCW for his work keeping the disparate pieces of the writing program functioning, offering
workshops to faculty on how to effectively institute writing into their curricula, and his work on the writing of
the program review document. Oftentimes the work of faculty serving in positions such as the DCW seems
thankless, with the juggling of student, faculty, and program requirements. We want to thank Tom for his
patience as we’ve reviewed the program and his willingness to provide UPEC with additional documentation.

Recommendations
As we move forward with our efforts to improve student writing at SPU, we would like to create a task force to

ma becomea more comprehensive program




ulty. The task force will be constltuted in the sprmg of 2012, to be
convened in the 2012- 2013 academic year. The task force will be asked to envision and subsequently develop
a comprehensive wntmg program at SPU that mcludes clearl _artlculated goals and assessment strategies. &

illbe'due to -_

Questions to be addressed by the task force should include those recounted in the analysis section of this
review (i.e., each set of questions regarding the EPP/ENG 2201, “W” Courses, Writing Center, and USEM,
UCOR, UFDN, and lower-division courses at SPU). The task force will create specific strategies to be employed
for implementation and assessment of a comprehensive writing program at SPU. Additional questions the task

force should deliberate include:

e Should a comprehensive writing program be situated in the English Department or should it be
separate from the English Department, with all authority remaining with a Director of Campus
Writing?

e  What will the accountability structure for the English Department and/or Director of Campus Writing
be for regular review of the writing program, as well as for review of the direction/leadership of the
program (e.g., should there be a standing committee for writing program accountability with
representatives from a variety of schools/ departments)?

e Inorder to be effective, what funding would be necessary to ensure a comprehensive implementation
of programs?

e What partnerships should be pursued to make a strong, comprehensive writing program?

Along with envisioning and developing a comprehensive writing program at SPU, the question of how to
promote a culture of writing at SPU is important, as it speaks to the foundational values of a comprehensive
writing program. The task force should also discuss strategies for promoting a culture of writing at SPU, for

example:

e How do we promote a culture of writing instruction at SPU?

e s a culture of writing specific to writing for the disciplines?

e s a culture of writing more generally “good” writing (and can that be defined apart from specific
disciplines)?

e How can we fit writing into departments or programs where it might not intuitively fit (i.e. graphic
design, music), or should we try to fit writing into these disciplines?
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1.SPU English Proficiency Requirement

Purpose/Objectives. An entry-level requirement to determine if
entering students (traditional freshmen and transfer students
without a previous college-composition course) are “college-ready”
for the writing tasks they will encounter at SPU. The objective is to
separate those who absolutely need more work to get ready for
college writing from those who can “get by,” learning these skills on
their own, and from those who already possess ample skill.
Assuities a scarcity model for writing instruction: funding has not
been available historically to support a universal entering-student
composition requirement. “Triage” is therefore the basis for the
requirement.

English Placement Procedure (EPP). For freshmen: each
September, the Director of Campus Writing (DCW) in coordination
with Student Academic Services (SAS) run calculations based on
incoming students’ high-school and college-admission
grades/scores to predict students’ college-level writing skills. A
score from 2 to 6, with decimal gradations, is assigned to each
student based on this calculation. Freshmen are then ranked from
lowest to highest. The DCW determines where the cutoff will fall
between students required to take ENG 2201 and those exempt
from the course. The number adjusts according to the number of
seats available in ENG 2201 for the coming academic year—
typically around 240, or 30%-40% of the freshman class depending
on number of enrollees in any given year. ’

What is technically a
graduation
requirement is, de
facto, an entry-level
requirement geared
to getting the
weakest students
ready for college
writing tasks.

Reason for EPP Implementation in 2009. The EPP replaced the English Placement
Test because the EPT a) seemed too little information (a single “snapshot”) about
student writing skills to make a fair assessment; b) delayed by two quarters
freshmen’s opportunity to take a writing course, if required to do so; c) placed an
unfair burden on English Department members, who read the EPT’s, without

remuneration, in a single, exhausting day at the end of fall quarter.

Efficacy of Procedure. Statistical analysis has shown the EPP to be as reliable a
predictor of college readiness in writing as the EPT was. Fewer students contest
their scores because of the timing of communicating scores and method for arriving
at them. The greatest benefit has been getting students into needed writing

coursework earlier in their college careers.

ENG 2201. Intermediate College Writing is a three-credit writing course that improves
upon elementary college-writing skills through readings, discussion, and the assignment
of writing tasks typically found in college coursework. It is the traditional “fyc” (first-year
composition) course, placed on the sophomore level only so that students required to
take it don't lose credit for any previous college-level writing coursework they may have




taken in a high-school Running Start program or at a community college before
transferring to SPU.

Goals/Objectives. Goals include providing students with college-writing readiness
and review of typical writing errors of college students. The argumentative essay is
the dominant college-writing genre taught. Objectives include getting students to
understand writing as a series of tasks in a recursive process and to develop flexible
strategies for generating, revising, and editing their own and others’ texts; and to
develop knowledge of conventions ranging from structure and paragraphing to tone
and mechanics, all related to college-level writing.

Training of Instructors. All instructors hired have undergone a graduate-level course
in writing pedagogy in a graduate English program or similar course in an
undergraduate education program. All instructors receive a copy of an instructor’s
guide to English 2201, which lists the history, goals, objectives of the course, a
profile of students taking the course, and a list of further resources. Adjunct
instructors also meet with the Director of Campus Writing upon hire to guarantee
consistency of course methodology and goals. Over the course of an academic
year, instructors of the course meet together, along with the Director of Campus
Writing, for a check-in and best-practices session or sessions.

“Quality Control.” The training listed above goes a long way to guaranteeing
consistency in quality across sections of this course. In addition, each instructor’'s
course evaluations are reviewed by the chair of the English Department at the end of
each quarter, and, in the case of adjunct instructors, re-hiring is based on these
“evaluations. As with any course taught primarily by adjuncts, investment in the
individual students and tie-in with the mission of the university is always an issue.

Section Numbers Relative to Need. All entering SPU freshmen .
would benefit from taking ENG 2201. Some may pick up its E.NG 2201 I_S-reaily
lessons in other coursework; most won’t. Over the last fifteen triage, providing a

years, it's become evident the university needs or chooses to scarce resource,
place its resources elsewhere than into a universal freshman il -
writing requirement. As mentioned above, the only rational writing instruction, to
response in this fiscal environment is triage: offer the limited the least capable
number of funded ENG 2201 sections to the most needy. . writers within the

freshman class.

2.“W” Requirement

Purposes/Obijectives for Requirement. Discipline-specific, writing-intensive courses
at the 3000- and 4000-level that offer a substantial component of writing designed to
reinforce students’ earlier college work in writing—a second-tier writing requirement.
At the same time, they provide instruction in the type of writing (insider expert prose)
appropriate to a particular discipline, ideally the student’s major. Most important of




all, the courses strive to demonstrate to students how to “think disciplinarily” using
typical disciplinary writing tasks to do so. Eight credits of “W” are required of
students entering SPU as freshmen, five as sophomores, and three as upper-
classmen.

Quality of Writing Instruction. Results from a Fall, 2009 survey “W” instructors feel
ol "W -course instructors showed that 89% of instructors feel ) P
“prepared and competent” to teach writing in their “W” course. tney're dOIf'!g a
Forty-two percent of them volunteered to teach the “W” course. competent job

And the three most common writing assignments in “W” courses teaching disciplinary
are the research paper (appearing in 60% of courses), the writing in their “W”

essay (49%), and the reflection (42%). These results indicate a
reasunably healthy willingness to teach “W” courses, high levels | COUIses.
of self-confidence in teaching disciplinary-specific writing, and
sound coverage of three writing tasks considered mainstream
and broadly applicable to college writing in general.

Most encouraging of all, over 95% of instructors allow or require that students revise
their writing, one of the most powerful strategies for improving student’s writing
processes.

At the same time, survey respondents, when asked what prevents them from
teaching writing more or better, complain that they lack the time to teach both
content and writing in their “W” courses. This result indicates some confusion on
their part about the intent of the “W” requirement, which is both to teach writing using
content and to teach content using writing. The separation of the two in instructors’
minds may suggest instructors see the writing component as an overlay to the
course. If students note this separation, instructors are doing them a disservice by
reducing writing, in their minds, to a mere requirement, or only the “getting of
thoughts down on paper.” Both prevent the course from encouraging the use of
writing as a powerful tool for learning course content, and thus compromise the last
of the requirement’s objectives stated above.

On a perhaps even less encouraging note, only 39% of “W” instructors felt students
enter their “W” courses prepared to do the writing they'll find assigned there. Nearly
one-quarter of instructors had no feelings either way on this topic. Viewing these
two findings together (and trying to stay positive), one can say that “W” courses are
critical locales for writing instruction at SPU, moving students forward significantly, at
least in the eyes of their instructors. Fuller survey results can be found in the

Appendix.

Number of “W" Courses in Each Discipline. Over the last fifteen years, the Director
of Campus Writing has worked hard to increase the number of “W” courses offered
and, more importantly, to urge departments to “hard-wire” these courses into their

majors—that is, designate as “W" at least eight credits of universally required (core)




courses in every major. This strategy aspires to guarantee that every SPU student,

simply by virtue of having completed a major, will have taken the required number of
“W” credits to graduate, eliminating the widespread “W”"-shopping students had been
engaging in since the “W” requirement was installed some years prior to the DCW's

arrival on campus.

Persistence (and patience) have paid off in some ways. The number of “W” courses
has increased, though no exact data exist on the number of “W” courses offered
prior to 1996. (A full list of “W" courses offered from fall of 2009 through spring of
2012 is included in the appendix.) In CAS, the “W” offerings have notably increased.
An analysis of CAS majors indicates that most departments have in fact hard-wired
at least three credits’ worth of “W” courses into their majors, many a full eight or
more credits’ worth so that students needn’t look elsewhere than the major to satisfy
their “W” requirement. And all CAS departments have “W” courses that students
may take as major electives.

In the schools outside CAS, a different picture emerges. In SBE and SHS,
uniformity in “W” experience is guaranteed: SBE requires that all students complete
the core courses BUS 3541 and BUS 4690, both “W” courses worth 10 credits total,
and SHS requires that all nursing students complete NUR 3948 and NUR 3954, both
“W” course and worth 11 credits total. In contrast, SOE relies for the most part on
the students’ major outside its school to provide “W” courses for its students, which
sometimes leaves ed students scrambling for “W” credit toward graduation, given
the tight scheduling education students must observe.

3.Writing Support for Students: Writing Center/Center for Learning

Goals & Expectations. The Writing Center's objective is to offer, as a free service to all
SPU students, peer feedback on their writing. Its primary goal is to make writers better,
not single pieces of writing better. The focus of the WC is therefore the student writer,
using the text she brings with her as the occasion for a discussion that will improve her
writing ability. Of course, the writing will improve as the writer improves. Another,
equally important expectation is that the student tutors also gain from the experience,
both in writing improvement through meta-cognition and in compassion through serving

others.

The Writing Center is not, on the one hand, an editing or proofreading service, nor, on
the other, a professional consultancy staffed by professional researchers or teachers of
writing. Instead, it's a student centered, peer-to-peer space staffed typically by four
undergraduate tutors and one masters-candidate ESL tutor who offer responses to
student drafts, with suggestions for improvement. Funding is largely through work-
study. The atmosphere is deliberately informal and welcoming, and the Center’s
connection with the larger Center for Learning, where it is housed, allows for seamless
integration with larger university efforts to provide academic support services.



Students wanting to use the Writing Center may call the CfL to arrange an appointment,
stop by to sign up for one, or simply drop by to see if a tutor is available. The WC is
typically open from 11-5, Monday through Thursday, from Weeks 2 through 10 of each
quarter. Students may also make appointments with tutors outside these times
depending on tutors’ willingness and availability.

l'utois visit classes to give writing advice and are sometimes assigned a student or
group of students to work with repeatedly, or on a particular class project, via the
Director of Campus Writing.

Writing Center Usage Statistics. The Appendix contains raw usage | The Writing Center
numbers for the previous three academic years. The WC could faces stigma: itis
expand these numbers if it could overcome three critical obstacles: '

first, the perception by both faculty and students that the Center is wrongly perceived as
designed for and useful to remedial and ESL students only; second, | useful only for
given this perception, the fear of stigma students feel if they use the remedial and ESL
Center; and, finally, the writing habits of typical SPU students, which

lead them to write papers and reports in one, last-minute session students.
just before a due date, leaving no time for a visit to the Center with a
draft for feedback and revision.

Staff Training. Newly selected tutors meet in a preliminary meeting with the Director of
Campus Writing, where he explains the above goals and expectations and provides
tutors with a tutor’s guide and several professional resources (e.g., published guides
and online resources). The senior tutor (with three years of experience in the WC) then
serves as mentor with the rookie tutor or tutors, meeting periodically with the rookies
one-on-one. On-the-job training occurs weekly during the academic year, when the
Director of Campus Writing meets with the entire tutoring staff to offer tips on tutoring
sessions, to discuss presenting issues and clients, to plan marketing strategies, and to
introduce level-appropriate elements of writing research relevant to tutoring. Meetings
are also used to nurture the tutors themselves—to discuss their own writing
assignments, plans for future careers related to their tutoring, and Christian fellowship
around issues of literacy and service. Informal exit interviews are conducted when
tutors graduate. The Director of Campus Writing regularly reports, as he can, on former
tutors, to give current tutors a sense of continuity in the work of the Writing Center.

4.Director of Campus Writing

Roles and Responsibilities. The appendix contains a summary of the Director’s full
duties. It's important to emphasize here that the DCW possesses almost no power and
little authority, directing neither program nor department nor faculty nor staff. Instead,
his stock-in-trade is persuasion and encouragement, promoting writing instruction, and
instructional improvement, through offering instructor workshops, consulting with
individual instructors, proposing and shaping curriculum and curricular requirements
related to student writing, and shamelessly plugging writing instruction at any
opportunity, formal or informal.




Given perennial budget restraints and the various new, resource-intensive initiatives
undertaken over the last decades at SPU, resources for writing instruction initiatives
have proven generally unavailable. In this environment, the DCW's job has evolved into
one of looking for and taking advantage of openings to consult as curricular decisions
are made on the divisional or even grass-roots level. For example, the DCW consulted
when SBE created new entry writing requirements to its majors and a universal writing
requirement and scoring rubric for all its courses. Similarly, the DCW consulted when
SOE established its own writing requirements and remedial writing program in 2010-11.
Through the semi-annual faculty workshops on teaching writing he has offered for over
five years, the DCW has promoted not just improved writing instruction but a unified
approach to commenting on students’ writing, a unified language to use in commenting,
and a standard for grading student work. (Over one-hundred faculty members have
gone through this workshop.) The DCW anticipates a similar set of roles in the build-out
of the new Exploratory Curriculum.

All of these efforts seem less “official” and more impromptu, but they seem to have
proven the most effective way to improve the quality of student writing on SPU’s
campus, given restraints on the growth of formal programs and instruction. When the
path is blocked, success lies in the work-around.

Evaluation Process. The DCW is evaluated through the standard annual and post-
tenure review process. His role and duties have been further evaluated by the CAS
dean, most recently in the summer of 2010. P

5.Findings from General Data on Student Improvement in Writing

Relatively scant as they may be, self-reported and performance data related to SPU
students’ writing achievement does exist, and it seems to offer significant findings,

briefly noted here.

Data from the College Learning Assessment (CLA) administered to a sample of
SPU freshmen and seniors in 2004 and using an ACT-gauged metric, show an
improvement in analytic-writing tasks amounting to 3.6 points (from 26.1 to 29.7
out of a perfect 36) from freshman to senior year.

A Winter, 2011 audit of writing in all SPU undergraduate courses revealed that
an average of 22 pages of writing were assigned per course. The range showed
values from 0 to an unimaginable 110 pages.

Data from the National Surveys of Student Engagement (NSSE) from 2007 and
from 2010 indicate that SPU contributed moderately to students improving their
“writing clearly and effectively.” On a 1-to-4 scale ranging from “very little”
contribution to “very much,” freshmen responded with an average of 2.87 (a high
“some” contribution), and seniors reported 3.18 (a low “quite a bit” of contribution)
in 2007. In'2010, those scores rose modestly to 2.94 for frosh and 3.31 for

seniors.
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SPU's freshmen NSSE scores are lower than those of
freshmen in any of the study’s comparison groups (CCC&U
institutions, Carnegie peers, and all NSSE-participating
schools). However, the senior score is as high or higher than
those for seniors in these same comparison groups. Rough
conclusion: in students’ eyes at least, we do worse helping
7eshmen learn to write than other institutions do, but we do
as well or better than other schools at helping seniors.

According to these same reports, SPU assigns more papers
of one to nineteen pages to both freshmen and seniors than
do our comparison schools. In assigning longer papers, SPU
's roughly comparable to these institutions. Ditto for
assigning research papers. Our one significant change in
these categories from '07 to 10 is slippage in research
projects assigned freshmen—from a low score in the 5-10-
page range to a high score in the 1-4-page range. The short
shrift given freshmen in the previous data set shows up in this
one also, albeit in different form.

The Faculty Survey of Student Engagement (FSSE) from
2007 offers a troubling picture of SPU writing instruction.
When asked to What extent faculty participants structure one
typical course of theirs to help students learn to write clearly
and effectively, 44% to 50% of instructors replied only “some”
or even “very little.” Lower-division courses fell on the
dismally high end of that range; if this survey’s sample is
representative, half of the instructors faced by freshmen and
sophomores care at most “some” whether or not their courses
develop students’ writing ability—a pedagogical shrug of the
shoulders.

Recently received results from the 2010 survey show these
percentages staying abysmally low, with one exception--
where they have sunk even lower: the number of instructors
who structure their lower-division courses “very little” toward
promoting students’ writing clearly and effectively increased
from a disheartening 10% to an alarming 15%.

These same FSSE reports offer even more troubling news.
Requiring students to prepare multiple drafts of assigned
writing is considered the most powerful strategy for improving
their writing. However, when 2007 instructors were asked if
they thought this strategy important, over a quarter (26%)
said it was flat-out “not important”; the percentage of 2010
respondents saying so rose to an alarming 40% Only 26% in
2007 and 24% in 2010 said the draft-revise strategy was
“very important.” Once again, lower-division courses fared

Surveys of
students and
faculty show
that, when it
comes to
teaching
writing, SPU
pays more
attention to
advanced
students
than it does
to freshmen
or
sophomores.

And
freshmen
say they
know it.

SPU does
more poorly
by its frosh
than
comparison

schools do.
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the worst: a full third of LD instructors felt multiple-drafting
was “not important” at all in 2007, rising to a staggering 45%
in 2010. Alarming numbers and an alarming trend.

These findings point to some puzzling disparities. On the one hand, seniors succeeded
modestly on the CLA and gave modestly decent ratings to their SPU writing education
on the NSSE survey. On the other, disappointing numbers related to faculty effort and
attitudes toward writing instruction appear everywhere except in “W” courses. Why the
disparity? Does the SPU faculty believe that students will develop writing ability simply
by writing a typical number of pages during college? That they catch up in writing
development when they arrive at the upper division? That they're getting help
elsewhere than in most of their courses—from each other or from a few instructors who
do care about their writing? And why would anyone say that drafting and revising is
more important with advanced students than with neophytes finding their way in
academe? Is “the major” an enemy of general education when it comes to writing?

6.ESL Students at SPU

Undergraduates who are Non-Native Speakers of English (ESL
students) are a growing group in raw numbers and as a percentage SPU has never fully
of the undergrad student body. (See Appendix for figures.) confronted the

Though a small minority (7% in Fall 2011), NNSE are a source of

discomfort and anxiety to instructors, if anecdotal evidence is any implications of

indication. SPU has yet to develop any acknowledgment that the admitting

admission of these students, whose presence in our midst is

extremely valuable on many grounds and mission-worthy to boot, undergraduate ESL
means struggles for faculty and students alike. Nor have we .
acknowledged what the research on NNSE students tells us: no students who will not
matter how intensive the instruction, no matter how thorough the reach native writing

intervention, few if any of these students will achieve native fluency
in writing by graduation. The question then remains, is SPU willing
to accept the cost/benefit ratio of having ESL students in its midst? graduating.
Ought we, at the very least, acknowledge to ourselves and to
students the limitations of what can be done to help this population
develop toward native writing ability and embrace ESL students’
noble efforts as just that, efforts rather than complete successes?
Such acknowledgement would be healthy, realistic, and more

skill before

grown-up than the complaints heard regularly about these hard-
working students.

7.Additional, Anecdotal Findings

Although no data exist to support the following, the Director of Campus Writing has
observed over fifteen years these findings:

12



Various faculty members and academic staff communicate to students that the
Writing Proficiency Requirement is largely a hurdle to be overcome.

Many SPU faculty and staff regard ENG 2201 as a remedial course, rather than
the typical college-writing course it actually is—akin to the same course on the
majority of American college campuses. This attitude is then communicated in
various ways to students, contributing to a campus culture hostile to the idea of
learning to write well as part of a liberal arts education.

Of the major divisions of the university, CAS lags behind SOE, SHS, and SBE in
being intentional about writing instruction. Perhaps CAS need not be as
deliberate because writing instruction is endemic to many of its disciplines’

coursework, and “W” courses are more numerous. :
Meaningful work to

Much of the work to improve student writing is happening at improve student
SI?U‘S grass roots, rather than at the university-wide, pglrcy— writing is happening
oriented level. From faculty workshops to student tutorials to
threshold requirement in SOE to program-wide writing
requirements in SBE—writing pedagogy and writing
assessment are alive and kicking at the local level. at SPU.

at the grass-roots, not
the institutional level,

Good intentions outstrip training and skill among many of those SPU faculty
members truly desiring to help students improve their writing. The spirit is willing,
but the self-reflective practice is weak.

8.Conclusion & Recommendations

Best practices in the assessment of college writing focus not on the demonstration of
achievement—Dby either students or instructors—but on the discovery of what can be
done to improve the teaching and acquisition of writing ability. Nor should the
assessment of writing assume that composing is merely a skill of transcription—"getting
ideas down on paper.” Meaningful writing assessment should acknowledge the vast
number of variables involved in writing: the complex writing process considered
longitudinally; the series of intellectual strategies a writer must discover or invent to
address the topic or problem at hand; the making of meaning every writing act requires;
the social and contextual pressures bearing on that act; the genre requirements of any
resulting text. Given these variables, determining the success of a student writer is
complex enough; to determine the success of programs and pedagogies aimed at
helping students succeed multiplies the complexity in mind-boggling ways. What part of
student writing performance is to be measured? How is it to be measured? Who gets
to measure it? It takes a whole university to teach students to write and probably a
whole university to assess every student’s writing ability.
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With these observations in mind, it's clear that a mere set of two requirements,
supported by a small Writing Center and a single, over-extended Director of Campus
Writing cannot alone guarantee students’ acquisition of writing ability. Beefing up those
requirements and extending writing instruction further across the curriculum would go a
long way to creating a culture of writing at SPU, a culture common on the campuses of
our aspire-to institutions but not so much on our own. Here's a beginning list of
recommendations toward that end:

Universal Freshman Writing Requirement. All entering freshmen should be required
to enroll in ENG 2201. The best way to make this possible: hire a small cadre of
contract instructors, on repeatable three-year contracts, to teach the course.

Re-instatement of Writing Component in USEM 1000, UCOR 1000, and Capstone
courses). The original design of these courses featured a writing requirement in
each of these courses. This design was approved by the faculty, but the writing
components have been discarded.

More attention paid to writing in lower-division courses. As in many other areas,
SPU'’s instructional environment is upside down, with the least needy (juniors and
seniors) receiving the most attention, while freshmen’s and sophomores’ skill
development is hit-and-miss, on-the-fly, and you’re-lucky-if-you-get it. USEM 1000
alone cannot prepare students for college work or, once prepared, move them
forward, especially now that its writing component has been ignored. Lower-division
instructors (including adjuncts) should be encouraged by their chairs to attend the
workshops in teaching writing offered twice-yearly by the Director of Campus
Writing. So should all new faculty members, many of whom are responsible for

lower-division courses.

Required goals/objectives for “W" courses. To its list of required items that
department reports must contain, UPEC should add specific, department-based
goals for “W" courses. These should address the types of writing required and the
means of teaching it to students. They should detail how “W” courses will work to
teach students the relevant discipline’s expert insider prose.

Required “W” courses as part of each major’s core. Every major should have its
core courses bear “W” credit, so that students needn’t go “shopping” for “W” credit
where they can find it, defeating the purpose of this writing-in-the disciplines
requirement.

14



Meaningful writing components in the new Exploratory Curriculum. These should be
stipulated during the preparation year, and workshops for instructors should be
offered to help prepare them for teaching courses in this new curriculum.

Promotion of a culture of writing instruction at SPU. UPEC and the Center for
Faculty Scholarship and Development should join the Director of Campus Writing in
promoting to the faculty the belief that it is every instructor’s job to teach writing in
one fashion or another. Rather than saying that students can’t write anymore. (the
first recorded instance of an American educator uttering this sentiment is 1874, he
was Charles Eliot Norton, and he was president of Harvard), faculty members should
wccept that it does indeed take a village, or a university, to teach students to write.
No single entity (including the English Department) can teach the breadth and depth
of writing tasks students will face in their majors and in their future work lives.
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Enrolled Undergraduates Whose First Language Is Not English
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Overview of a sample range of other colleges’ and universities’
freshman writing requirements

Seattle University
Required for graduation as part of its brand-new core curriculum:
A two-course sequence, required in the freshman year to go with an
integrated four-year program
e “Academic Writing Seminar”
e “Inquiry Seminar” (disciplinary learning + research writing)

Pacific Lutheran University
Required for graduation as part of its core/general education curriculum:
A two-course sequence, required in the freshman year
e “Writing Seminar”
e ‘“Inquiry Seminar”
(disciplinary learning + research writing)

Wheaton College
Required for graduation as part of its “liberal arts competencies,” completed by the

end of the sophomore year:
» “Composition and Research” course
* Atleast two or more writing inquiry-based courses (in philosophy,
history, theology, sociology, diversity, etc.)

North Seattle Community College
Required for all degree, certificate, and four-year-college transfer programs
* English 101: Composition
* English 102: Research Writing

University of California, Davis

Required for graduation as part of its core/general education curriculum:
A four-course sequence -
two courses required in the freshman year
e “College Writing and Critical Thinking”
e “Research Writing”
and a two-course requirement in
e “Writing Experience”
drawing from a large list of discipline-specific courses emphasizing
written, visual, and oral literacies
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Overview of national writing standards and practices

(Key disciplinary organizations include MLA (Modern Language Association), CCCC
(Conference on College Composition and Communication), NCTE (National Council of
Teachers of English), AWP (Association of Writing Programs).

1) The UW’s expository writing outcomes document (included here) is an excellent
example/synopsis of current standards and practices across the higher ed
landscape, based on the recommendations of key disciplinary organizations listed
above. (Side note: the UW’s Director of Expository Writing, Anis Bawarshi, a
national leader in this field, has offered his help and expertise to this SPU writing
task force, as needed.)

a. Key elements include:
i. Writing instruction is the foundation for teaching successful college-
level academic inquiry across all disciplines.
ii. This instruction must work in context-specific ways.
iii. The necessary foregrounding of the elements of argument (claims,
grounds, warrants) to this learning.

2) Current higher ed writing pedagogies take seriously recent insights from the
cognitive sciences, such as the problems with “transfer of learning” assumptions
across disciplines, as well as the curricular implications of related fields such as
“complex adaptive system” theory.

3) Current higher ed writing pedagogy -- across a broad and near-universal range of
research, liberal arts, comprehensive, and community colleges -- assume a roughly
one-year curricular process, during the freshman year, to create the basic ability
in a broad range of college students to think and write successfully in an academic
context.

4) Current higher ed writing pedagogy takes writing as assessment tool very
seriously - both to assess writing itself as well as to more broadly assess critical
thinking and disciplinary learning across majors and throughout an undergraduate
program. Forms of assessment vary but frequently include student writing
portfolios (several software programs exist to manage these in digital form) and
senior research/capstone theses. Writing and assessment programs are expected to
be overseen by a Director of Campus Writing with the responsibility to lead, assess,
and monitor all programs and outcomes.

5) Current higher ed writing pedagogy assumes the existence of a range of campus
and curricular support systems for students requiring additional help, whether
they be English language learners, students with disabilities, or any other student
needing support. Examples include the existence of campus-wide writing centers, a
range of professional and/or peer writing tutors, the existence of “lab” or “tutorial”
linked courses for ELL students, etc.
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OUTCOMES FOR EXPOSITORY WRITING
PROGRAM COURSES

University of Washington

1. To demonstrate an awareness of the strategies that writers use in different writing
contexts.

o The writing employs style, tone, and conventions appropriate to the demands of a particular genre
and situation.

e The writer is able to demonstrate the ability to write for different audiences and contexts, both
within and outside the university classroom.

e The writing has a clear understanding of its audience, and various aspects of the writing (mode of
inquiry, content, structure, appeals, tone, sentences, and word choice) address and are
strategically pitched to that audience.

e The writer articulates and assesses the effects of his or her writing choices.

2. To read, analyze, and synthesize complex texts and incorporate multiple kinds of
evidence purposefully in order to generate and support writing.

e The writing demonstrates an understanding of the course texts as necessary for the purpose at
hand.

o Course texts are used in strategic, focused ways (for example: summarized, cited, applied,
challenged, re-contextualized) to support the goals of the writing.

e The writing is intertextual, meaning that a “conversation” between texts and ideas is created in
support of the writer’s goals.

e The writer is able to utilize multiple kinds of evidence gathered from various sources (primary
and secondary — for example, library research, interviews, questionnaires, observations, cultural
artifacts) in order to support writing goals.

e The writing demonstrates responsible use of the MLA (or other appropriate) system of
documenting sources.

3. To produce complex, analytic, persuasive arguments that matter in academic contexts.

e The argument is appropriately complex, based in a claim that emerges from and explores a line of
inquiry.

e The stakes of the argument, why what is being argued matters, are articulated and persuasive.

e The argument involves analysis, which is the close scrutiny and examination of evidence and
assumptions in support of a larger set of ideas.

e The argument is persuasive, taking into consideration counterclaims and multiple points of view
as it generates its own perspective and position.

e The argument utilizes a clear organizational strategy and effective transitions that develop its line
of inquiry.

4. To develop flexible strategies for revising, editing, and proofreading writing.

e The writing demonstrates substantial and successful revision.

e The writing responds to substantive issues raised by the instructor and peers.

e Errors of grammar, punctuation, and mechanics are proofread and edited so as not to interfere
with reading and understanding the writing.
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Transfer of Learning and Backward Design ~ John C. Bean

(u.}r/;h"ng Acmsé “Hu C;.Lm‘m(um/ u}f,‘-h‘hﬁ A
Principles and Approach for WAC/WID at Seattle University *gfgu}ghhes)

'WID Project for Seniors: “Expert Insider Prose” within Major

MacDonald’s Stages of Development: Novice to Expert
Stage 1 [what students bring from high school]: Nonacademic or pseudo-academic writing

Stage 2 [goal of first-year composition]: Generalized academic writing concerned with stating claims, offering
evidence, respecting others' opinions, and learning how to write with authority.

Stage 3 [early courses in major]: Novice approximations of particular disciplinary ways of making knowledge.
Stage 4 [advanced courses in major]: Expert, insider prose within a discipline [defined appropriately for
undergraduates]

Adapted from Susan Peck MacDonald, Professional Writing in the Humanities and Social Sciences.
Carbondale, Southern llinois UP, 1994 (p. 187)

Possible Forms of Expert, Insider Prose (to be determined by disciplinary faculty)

e Academic or scholarly writing in the discipline (for example, a senior paper suitable for presentation
at an Undergraduate Research Conference)

e Professional workplace writing (proposals, reports, memos, technical papers, or other disciplinary
kinds of professional writing)

* Civic or public argument on local or national issues related to the discipline

¢  Other kinds of writing or communication projects specific to a major or discipline (posters,
creativeprojects, Web sites, multi-media presentations, PowerPoint presentations)

Knowledge/Skills Needed for “Expert Insider Prose”

Information

This diagram is adapted from Anne Beaufort in College Writing and Beyond: A New Framework
for University Writing Instruction. Logan UT: Utah State University Press, 2007, p. 19.

21



Transfer bf Learning and Backward Design ~ John C. Bean

Another Sample Assignment from “The Science of Climate Change”
Pilot Freshman Inquiry Seminar in the Natural Sciences
Charity Lovitt, Chemistry

Your task: Write an informative paper of 2-3 pages aimed at helping a science interpreter at the Pacific Northwest
Science Center respond to a frequently encountered misconception about global warming, Your paper should
identify the misconception, show its origin and prevalence among climate skeptics, use peer reviewed data to
disprove the misconception, and propose a way that the scientific community could disseminate this corrected
message to the general public. Throughout, adapt your information to the audience so that it portrays the science

_correctly without oversimplifying it or using complex wordage. Explain also the level of certainty/uncertainty in the
data. Where appropriate, create an effective drawing or graph to help support your message.

Annotated Bibliography: Each group will be given a list of four misconceptions. Each member of the group needs
to create an annotated bibliography on one of the misconceptions. Your objective is to identify at least one source
for each of the misconceptions (newspaper, TV show, government document, senate hearing, internet meme, journal
article, etc) and then determine the scholarly literature on the topic. When possible, ddentify the earliest source of the
misconception and if you can, explain why it was made (incorrect interpretation of data, blatant misstating of data,
something that was later disproved due to better instruments). You need to find peer-reviewed articles with data that
disprove the misconception. In your annotated bibliography, you will need to find at least 3 peer reviewed articles
about your topic and at least one non-scientific article that states your misconception (government documents, tv
news show, newspaper, etc) In the annotated bibliography, you need to list the reference in APA format (including
the title) and provide a brief 3-4 sentence summary/description of the main points of the article. See the example
annotated bibliography on the website for instructions on how this bibliography will be graded.

Examples of Climate Change Misconceptions

The uncertainty in climate models is so great that we can’t predict the future.

Animals and plants can adapt to global warming.

Global warming will trigger another ice age

Climategate emails suggest that scientists have ‘tricks’ to ‘hide the decline’ in globaltemperatures

Artic ice melt is a natural cycle. The amount of ice on the poles is always-changing so wecan’t use ice melt

as an accurate measure.‘ ;
Water vapor is the most concentrated greenhouse gas. Since we can’t change the amount ofwater vapor, we

can’t stop global warming

Human contribution to CO2 is tiny; thus we can’t be the cause of increased CO2 levels.

CO2 is a natural molecule so the EPA can’t classify it as a pollutant.

Scientists can’t predict weather, so how can we trust them to predict the climate

As the temperature rises, the amount of water vapor will inciease, which means that there will be more .
cloud cover. Clouds provide negative feedback which will counteract all of the warming caused by

increased CO2 '

The ocean can absorb all of the CO2

Volcanoes emit more CO2 than humans. ;

Neptuite is warming too so the increase in heat must be due to increased solar radiation.

As the earth warms, spring and summer will occur earlier and more often. Since plants absorb CO2 from
the atmosphere, the increase in summer days will increase plant growth, which will help pull more CO2
from the atmosphere,

_Cow farts contribute more to global warming than car emissions :
*  We haven’t seen evidence of catastrophic warming so we have plenty of time to prevent environmental

collapse from increased temperature. _
Venus is a hot planet with CO2 in its atmosphere. However, it never underwent a runaway greenhouse

effect.
¢  Temperature patterns are linked ONLY to solar radiation.
In the historical record, CO2 follows temperature so it can not be possible that CO2 causesincreased

temperature.

L] ® ° o o @
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Transfer of Learning and Backward Design

WPA = Council of Writing Program Administrators

John C. Bean

Findings from the WPA/NSSE Research Project

on Writing and Deep Learning
NSSE = National Survey of Student Engagement

“Data came from three clusters of questions in which students were asked how many of their writing assignments
encouraged interactive writing activities (peer response, teacher response, visits to a writing center, etc.),
specified ‘meaning-constructing writing,” (synthesizing information, writing to a specific audience), and included
clear explanations of the instructor’s expectations. .
associated with more engagement in deep learning activities and greater self-reported gains in practical
competence, personal and social development, and general education. In all but one example, the amount of
pages students wrote was less important for deep learning and gains than interactive writing, meaning-making,
and clear expectations.”

Anderson, P., Anson, C., Gonyea, B. & Paine, C. (2009). Using results from the Consortium for the Study of

Writing in College. Webinar handout. National Survey of Student Engagement. Retrieved April 26, 2010,
from http://nsse.iub.edu/webinars/archives.cfm?showyear=2009&grouping=

.. [R]esults show that more work in these areas [is]

Best Practices for Writing Assignments (Writing Scales that Correlated with Deep Learning)

Encourage For how many writing assignments have you:
Interactive : . . .
Writing ¢ Brainstormed to d_eve_lop your ideas before you started drafting your ass:g'nment
Activities » Talked with your instructor to develop your ideas before you started drafting your
assignment
e Talked with a classmate, friend, or family member to develop your ideas before you started
drafting your assignment
e Received feedback from your instructor about a draft before turning in your final
assignment
* Received feedback from a classmate, friend, or family member about a draft before turning
in your final assignments
e Visiting a campus-based writing or tutoring center to get help with your writing assignment
before turning it in.
| Assign For how many of your writing assignments did you:
?:; :t:-ﬁ%;m g e Summarize something you read, such as articles, books, or online publications
Writing e Analyze or evaluate something you read, researched, or observed
Tasks * Describe your methods or findings related to data you collected in lab or field work, a
survey project, etc.
e Argue a position using evidence and reasoning
* Write in a style and format of a specific field (engineering, history, psychology, etc.)
* Explain in writing the meaning of numerical or statistical data
* Include drawing, tables, photos, screen shots, or other visual content into your written
assignment
* Create the project with multimedia (web page, poster, slide presentation such as
PowerPoint, etc.
Explain In how many of your writing assignments has your instructor:
gcrpl:‘::tgations ¢ Provided clear instructions describing what he or she wanted you TO DO
Clearly * Explained in advance what he or she wanted you TO LEARN

Explained in advance the criteria he or she would use to grade your assignment
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SCAN 190 First Year Inquiry Seminar:
Introduction to Scandinavia

Fall 2006

Syllabus
Professor:  Troy Storfjell
Time: Mondays and Wednesdays 1:45 to 3:30 p.m.

Place: Admin. 210

Office Hours: Tuesdays 8 to 9:50 a.m. and 11:50 a.m. to 2 p.m.
Fridays 1:45 to 2:45 p.m
And by appointment

Phone: 535-8514
E-mail: storfjta@plu.edu
Textbooks

e Alanen, Amold R., et al. Nordic Environment: Historical and Contemporary
Perspectives. NCCP No. 4. Madison: WITS, 1995.

* Berger, John. Ways of Seeing. Penguin, 1990.

* DuBois, Thomas, et al. Family and Community in Scandinavia: An Overview.
NCCP No. 2. Madison: WITS, 1997.

* Fiell, Charlotte J. and Peter Fiell. Scandinavian Design. Taschen, 2005.

* Hoeg, Peter. Smilla’s Sense of Snow. Delta, 1995.

* Ostergren, Robert. Norden: A Thematic and Historical Geography. NCCP No. 3.

Madison: WITS, 2002.

* Pred, Allan. Even in Sweden: Racisms, Racialized Spaces, and the Popular
Geographical Imagination. Berkeley: Univ. of California Press, 2000.

* Most recent issue of Nordic Reach magazine.

Additional readings will be handed out in class or posted online.

Course Description

Inquiry seminars are specially designed courses in which first year students are
introduced to the methods and topics of study within particular academic disciplines or
fields. Inquiry seminars also emphasize academic skills at the center of the First Year
Experience program. Working with other first-year students in a small-class setting that
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promotes active, seminar-style learning, students practice fundamental skills of literacy,
thinkine and community as they operate within that particular discipline.

I11 this inquiry seminar you will be introduced to the discipline of cultural studies
and the field of Scandinavian studies. You will explore some of the central questions that
ihose of us who do cultural studies work ask, such as:

*  What is culture?

* How does meaning work? .

* [low are individuals (“subjects™) produced? (How are we made into individuals
and how is the very concept of an individual made?)

* How are categories such as gender, ethnicity, and sexuality produced? How are
we “written” into these categories?

* What is class, and what is the relationship between systems for producing and
distributing goods (economics), on the one hand, and culture on the other?

You will also get to know the basic academic terrain of Scandinavian studies, or what it
is that Scandinavianist scholars study. You will read the kinds of texts that we read—
litcrary, cinematic, theoretical-critical, sociological, etc.—and learn some of the kinds of
things our field does with these texts. Since this course is adapted from SCAN 150 Intro
to Scandinavia, this course also introduces you to the Nordic Region (Scandinavia), its
people, societies, art and literature.

Goals:
At the end of this semester you should be able to demonstrate a broad

introductory knowledge of the Nordic Region, its societies and cultures, and of the field
of Scandinavian studies. You should also be able to perform cultural analysis activities,
and demonstrate a nuanced understanding of how culture produces us. You should also
have developed solid academic writing skills, and a clear ability to apply critical thought
to the material at hand. -

Grading

Participation & classroom activities 20%
Papers 40%
Midterm Exam 20%
Final Exam 20%

Participation & classroom activities:

This is a seminar, which means a small, discussion-based course. Instead of
lectures, we will be adopting a collaborative, community-of-learning-and-inquiry
approach. This means that you will need to come to class prepared to discuss and ask
questions of (and about) the reading material assigned for that day. Just showing up and
passively taking notes will not be enough to earn a good participation grade.

There will also be several smaller activities, and a larger Nordic advertising
presentation project. These will be described in due time, and will factor into this section
of your grade.
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Papers:
You will be writing several shorter papers over the course of this semester,

ranging in length between one and three pages. These will generally invite you to explore
several of the topics and texts we have dealt with, coming up with questions to them and
making connections with other materials covered in class. You are also encouraged to
make connections with things you may be familiar with from outside of class. Critical
thinking and questioning are of primary importance in these assignments. Good writing
and form is, as always, an important component of clear academic thinking and

argumentation.

Midterm Exam:
A midterm exam will be given in class on Wednesday, October 18", This exam

will cover the material dealt with during the first half of the semester, and will consist of
a variety of questions, ranging from matching and multiple choice to short answer and
brief essay in form.

Final Exam:
The final exam will be given on --- at ---. It will include multiple format questions

over material covered during the second half of the semester, as well as essay questions
based on the Nordic Reach magazine—which you may bring with you to the exam—that
will draw on material covered over the course of the entire semester.

Policies

Attendance:
Attendance is a mandatory component of this course. Absences will be excused

only for one of the following:

* illness, verified with a note from a health care provider;

* adeath in the family; '

* an interview for a post-graduation job or for graduate school;

* participation in an organized, university-sponsored off-campus event (i.e., sporting
event, concert, etc.); or

* religious observance.
Note that even if an absence is excused, students will still miss important material

and exercises, and will be held accountable for that material.

Academic Integrity:
Students must not cheat or plagiarize, and they must not condone these behaviors

or assist others who cheat or plagiarize. Academic misconduct not only jeopardizes the
career of the individual student involved, but it also undermines the scholastic
achievements of all students and attacks the mission of this institution. Students are
inherently responsible to do their own work, thereby insuring the integrity of their
academic records.
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What is Academic Dishonesty?

| he most common forms of academic dishonesty are cheating and plagiarism.
Cheating includes, but is not limited to:

*  Submitting material that is not yours as part of your course performance, such as
copying from another student's exam, allowing another student to copy from your
exam; or

* Using information or devices not allowed by the faculty; such as formulas or a
computer program or data, or unauthorized materials, such as a copy of an
examination before it is given; or

* Fabricating information, such as data for a lab report; or

* Violating procedures prescribed to protect the integrity of an assignment, test, or
other evaluation; or

* (Collaborating with others on assignments without the instructor's consent; or

* Cooperating with or helping another student to cheat; or

e Other forms of dishonest behavior, such as having another person take an exam
for you, altering exam answers and requesting the exam be re-graded; or,
communicating with anyone other than a proctor or instructor during an exam.

Plagiarism includes, but is not limited to:

* Directly quoting the words of others without using quotation marks or indented
format to identify them; or

* Using sources (published or unpublished) without identifying them, such as the
Internet (and particularly making use of an Internet paper writing service); or

* Paraphrasing materials or ideas of others without identifying the sources.

If you are unsure about something that you want to do or the proper use of materials, then
ask your instructor for clarification. Students may also read PLU’s Academic Dishonesty
policy in full at www.plu.edu/academics/integ.

Disability Information:

If you need course adaptations or accommodations because of a disability, if you
have emergency medical information to share with me, or if you need special
arrangements in case the building must be evacuated, please make an appointment with
me as soon as possible. If you have any questions concerning the services available for
students with disabilities at PLU, please contact Alene Klein, in Counseling and Testing,
located in Ramstad 106 or call x7206.
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Schedule
Week 1: Intro

Wed., Sept. 6:
* Syllabus
* Film Budbringeren (Junk Mail, Pal Sletaune, 1996)

Week 2: What is Nordic Culture?

Mon., Sept. 11:
» (Clifford Geertz, Chapter 1, Interpretation of Cultures

Wed., Sept. 13:
* Robert Ostergren, Norden: A Thematic and Historical Geography

Week 3: Nordic Setting

Mon., Sept. 18:
* Paper on Budbringeren and Geertz
* Thomas DuBois et al., Family and Community in Scandinavia: An
Overview

Wed. Sept. 20:
* Armold R. Alanen et al., Nordic Environment: Historical and

Contemporary Perspectives
Week 4: Class Consciousness
Mon., Sept. 25:

» Walter Benjamin, “Thesis on the Philosophy of History™
* Film Pelle eroberen (Pelle the Congueror, Bille August, 1987)

Wed., Sept. 27:
* Film Pelle eroberen (Pelle the Conqueror, Bille August, 1987)

Week 5: Visual Culture 1

Mon. Oct. 2:
* Paper on Pelle eroberen and Benjamin
* John Berger, Ways of Seeing 1-6
* Nordic art
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Wed., Oct. 4:
* John Berger, Ways of Seeing 7
* Nordic advertising

Week 6: Visual Culture 2

Mon., Oct. 9:
* Advertising projects

Wed., Oct. 11:
* Fiell & Fiell, Scandinavian Design 8-73

Week 7: Design

Mon., Oct. 16:
* Fiell & Fiell, designers

Wed., Oct. 18:
* MIDTERM EXAM

Week 8: Mapping Scandinavia with Smilla 1

Mon., Oct. 23:
* Ikea Paper
* Peter Hoeg, Smilla’s Sense of Snow

Wed., Oct. 25:
* Peter Hoeg, Smilla’s Sense of Snow

Week 9: Mapping Scandinavia with Smilla 2

Mon., Oct. 30:
* Peter Hoeg, Smilla’s Sense of Snow

Wed., Nov. 1:
* Peter Hoeg, Smilla’s Sense of Snow

Week 10: Mapping Scandinavia with Smilla 3

Mon., Nov. 6:
* Peter Hoeg, Smilla’s Sense of Snow

Wed., Nov. 8:
* Peter Hoeg, Smilla’s Sense of Snow
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Week 11: Whose Scandinavia? Immigration, Nationalism, and Racism 1

Mon., Nov. 13:
* Paper on Smilla’s Sense of Snow
* Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination
* Film Bdzo (Lars Goran Pettersson, 2003)

Wed., Nov. 15:
* Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination

* Film Bdzo (Lars Goran Pettersson, 2003)

Week 12: Whose Scandinavia? Immigration, Nationalism, and Racism 2

Mon., Nov., 20:
* Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination

*  The Rekjavik Grapevine

Wed., Nov. 22:
* Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination

* The Rekjavik Grapevine

Week 13: Whose Scandinavia? Immigration, Nationalism, and Racism 3

Mon., Nov. 27;
* Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination

* Film Jalla! Jalla! (The Best Man’s Wedding, Josef Fares, 2000)

Wed., Nov, 29:
* Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination

* Film Jalla! Jalla! (The Best Man’s Wedding, Josef Fares, 2000)
Week 14: Film and Sexuality

Mon., Dec. 4:
* Paper on Jalla! Jalla!
* Film Fucking Amal (Show Me Love, Lukas Moodyson, 1998)
* Robert P. Kolker, “The Film Text and Film Form”
* Nordic Reach magazine



Wed., Dec. 6:
*  Film Fucking Amal (Show Me Love, Lukas Moodyson, 1998)
* Smelik, “Gay and Lesbian Theory”
* Nordic Reach magazine

Final Exam: Tuesday, Dec. 12, 1 to 2:50 p.m.
Bring your Nordic Reach magazine.
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Carleton College: Argument and Inquiry Seminars

An Argument and Inquiry seminar offers opportunities and tools for critical reading, deliberative
discussion, and effective college-level writing. We can break this down into the following

required components:

e 0 credits

o Offered fall term

o Allows only first-year students to enroll

o Graded

e Designated WR (for Writing Rich guidelines, see:
http://apps.carleton.edu/campus/writingprogram/writingrichguidelines/)

» Explicitly introduces students to a liberal arts approach to learning and to the goals of the
seminars
(A conversation, discussion and/or lecture should take place early in the term in which
the instructor discusses the goals of the A&I seminars and their place in Carleton’s
liberal arts experience)

» Develops the critical and creative skills they will need to thrive in academic work at
Carleton.

e Is discussion-based

« Fosters students’ intellectual independence

« Develops habits of critical thinking

¢ Clarifies how scholars ask questions

» Teaches students how to find and evaluate information in reading and research

o Instructs students in using information effectively and ethically in constructing
arguments.

o Strengthens students’ habits of cooperation with peers
(Faculty are strongly encouraged to bring their students’ attention to the need for
cultural sensitivity, and to include a discussion of the CEDI document on ensuring
positive classroom climate.)

o Students and instructor must attend the A&I convocation address by TBD (date TBD)
and spend some time in class discussing it

Handout for session A.24, CCCC 2013
Carol Rutz

Carleton College
<crutz@carleton.edu>
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GUIDELINES FOR WRITING-RICH COURSES AT CARLETON

The ability to write effectively is one of the fundamental goals of a liberal arts education. In
writing-rich courses we strive to help students develop fundamental writing skills so that they
can use their writing to communicate effectively with a variety of audiences and for a variety of
purposes. Goals for college-level writing include attention to:

* Audience and purpose;

+ Clarity of prose;

* Clear organization;

» Effective use of evidence;

* Appropriate diction;

+ Effective use of Standard English.

LEARNING OUTCOMES FOR WR COURSES:

In writing-rich courses we also help students to:

+ understand writing as a process and begin to develop an effective process of their own;

» learn how to seek and use feedback;

« gain an awareness of audience and of voice and begin to see themselves as part of a community
of scholars/writers;

* learn how to apply forms of attribution and citation as appropriate;

« understand accepted guidelines for academic honesty; _

+ develop confidence in their writing, both through experience and also by producing at least one

polished piece of their own writing;

MAIN COMPONENTS OF A WR COURSE:

Number and Variety of Assignments

* A WR course will normally have 3 or more writing assignments. These assignments may
include papers, posters, lab reports, web pages and other formats and types of writing;

« These assignments may be components of one large writing project or several smaller papers,
or some combination of the two;

» Informal, ungraded, writing assignments may also be used to help students create a polished
piece of writing.

Opportunities for Feedback

* A WR course will offer students feedback on their writing;

« This will take place through faculty comments or individual conferences and may also include:
writing tutors; peer review; class conferences; writing workshops; use of a Writing Assistant;

and other opportunities;

Opportunities for Revision

* A WR course will provide students with opportunities for revision;

» These may include rewriting to improve a grade; producing drafts of a paper in succession;
polishing a paper for the Sophomore Writing Portfolio; or something else.
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SPU historical and current
writing courses

and graduation requirements
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Current SPU Catalog All writing-related undergraduate requirements

Writing Competency
Prior to their first quarter at SPU, students coming directly from high school will have a writing score assigned them based on

pre-college indicators.

Note: English composition credits awarded for AP, CLEP, and IB exams will exempt students from having a writing score
assigned, as will credit awarded for a college composition course in which a grade of at least C [2.0] is earned.

Transfer students who have not already taken and passed, with a grade of C (2.0) or better, a college-level composition course
must take the English Placement Test. To do so, they may contact the English Department at 206-281-2036 to arrange testing.
Students will not be permitted to register for their second quarter at SPU until the English Placement Test has been taken.

*  Students whose scores indicate that they can write minimally at the college level but need a writing course in order to
succeed in college will be required to take ENG 2201 Intermediate College Writing.

*  Students whose score indicates they do not yet write on the college level will be required to enroll in a designated
section of ENG 2201 Intermediate College Writing and simultaneously to work with a tutor in the Writing Center.

All required coursework in writing must be completed by the end of a student’s first three quarters at SPU.

Writing (“W”) Courses

Courses designated as writing courses (3000- and 4000-level) offer a substantial component of writing designed to reinforce
students’ earlier work in writing. At the same time, they provide instruction in the technical and stylistic requircincnts ol
writing appropriate to a particular discipline.

In these courses, students are expected to write at least two papers and a minimum of 3,000 words ui .

draft prose. Faculty members spend at least one class period providing instruction in writing, and they cval

for both content and form — not only for what is said, but also for how it is said. These courses normall, | [ wibi
for revision as well.

USEM 1000:

This seminar introduces first-year college students to the liberal arts at a Christian university (hr
investigation of a special topic. Students will write, speak, and practice critical thinking, participate 1 1
projects, and use electronic and print learning resources. As an introduction to university lifc

students explore the meaning of Christian vocation and develop a love of learning. Seminar instriciors

as faculty advisor to students in their seminar through the freshman year. Descriptions of particular -/ i
available in the yearly class schedule.
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All Current SPU College Writing Courses

ENG 2201: Intermediate College Writing (3)

Prerequisite: Score of two, three or four in Writing Placement. Improves upon elementary college-writing skills through

readings, discussion, and the assignment of writing tasks typically found in college coursework. Tutorial sessions in the
Writing Center may be required.

Attributes: Writing Skills Competency

ENG 3301: Advanced Expository Writing (3)

Prerequisite: ENG 2201 or score of five to six in Writing Placement. Moves students beyond the academic essay and shows

them techniques for addressing an audience beyond the academy. Focuses on the exploratory, open-ended essay as a lens for
examining topics chosen by students in consultation with the instructor.

Alttributes: Upper-Division, Writing "W" Course, Writing Skills Competency
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Typical Writing Faculty Staffing
at

Peer and Comparable Universities
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Disciplinary Standards
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Issue Brief: Writing Programs
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Writing Programs are physical and online spaces that help students write effectively for audiences both within and beyond
the academy, develop their abilities as rhetors, and do their best work by composing and revising texts based on academic
and self-sponsored literacy projects. The National Council of Writing Program Administrators (CWPA) represents teachers
and researchers whose teaching and scholarship focus on intellectual and pedagogical aspects of writing programs and
their administration. Its goal is to provide resources, support, and services on matters attendant to the administration of
writing programs. Writing programs, for CWPA's purposes, specifically include all writing-across-the-disciplines programs,
writing centers, and writing courses with multiple sections.
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A statement on an education issue approved by the CCCC Executive Committee

Writing Assessment: A Position Statement

Prepared by CCCC Committee on Assessment, November 2006 (revised March 2009)

Introduction

Writing assessment can be used for a variety of appropriate purposes, both inside the classroom and outside: providing
assistance to students, awarding a grade, placing students in appropriate courses, allowing them to exit a course or
sequence of courses, certifying proficiency, and evaluating programs-- to name some of the more obvious. Given the high
stakes nature of many of these assessment purposes, it is crucial that assessment practices be guided by sound principles
to insure that they are valid, fair, and appropriate to the context and purposes for which they designed. This position
statement aims to provide that guidance.

In spite of the diverse uses to which writing assessment is put, the general principles undergirding it are similar:

Assessments of written literacy should be designed and evaluated by well-informed current or future teachers of the
students being assessed, for purposes clearly understood by all the participants; should elicit from student writers a
variety of pieces, preferably over a substantial period of time; should encourage and reinforce good teaching
practices; and should be solidly grounded in the latest research on language learning as well as accepted best

assessment practices.

Guiding Principles for Assessment

1. Writing assessment is useful primarily as a means of improving teaching and learning. The primary purpose of
any assessment should govern its design, its implementation, and the generation and dissemination of its

results.

As aresult...

A. Best assessment practice is informed by pedagogical and curricular goals, which are in turn formatively
affected by the assessment. Teachers or administrators designing assessments should ground the assessment in
the classroom, program or departmental context. The goals or outcomes assessed should lead to assessment data
which is fed back to those involved with the regular activities assessed so that assessment results may be used to

make changes in practice.

B. Best assessment practice is undertaken in response to local goals, not external pressures. Even when
external forces require assessment, the local community must assert control of the assessment process, including

selection of the assessment instrument and criteria.

C. Best assessment practice provides regular professional development opportunities. Colleges,
universities, and secondary schools should make use of assessments as opportunities for professional
" development and for the exchange of information about student abilities and institutional expectations.

2. Writing is by definition social. Learning to write entails learning to accomplish a range of purposes for a range
of audiences in a range of settings.

As aresult...

A. Best assessment practice engages students in contextualized, meaningful writing. The assessment of
writing must strive to set up writing tasks and situations that identify purposes appropriate to and appealing to the

51



Nriting Assessment: A Position Statement hllp:ffwww,nclc.orgr‘cccclresourceslpositionsfwritingassessm'cnl

particular students being tested. Additionally, assessment must be contextualized in terms of why, where, and for
what purpose it is being undertaken; this context must also be clear to the students being assessed and to all

stakeholders.

2 Eest assessment practice supports and harmonizes with what practice and research have demonstrated
to be effective ways of teaching writing. What is easiest to measure—often by means of a multiple choice
test—may correspond least to good writing; choosing a correct response from a set of possible answers is not
composing. As important, just asking students to write does not make the assessment instrument a good one.
~scay lests that ask students to form and articulate opinions about some important issue, for instance, without time
to reflect, talk to others, read on the subject, revise, and have a human audience promote distorted notions of what
writing is. They also encourage poor teaching and little learning. Even teachers who recognize and employ the
methods used by real writers in working with students can find their best efforts undercut by assessments such as

these.

C. Best assessment practice is direct assessment by human readers. Assessment that isolates students and
forbids discussion and feedback from others conflicts with what we know about language use and the benefits of
social interaction during the writing process; it also is out of step with much classroom practice. Direct assessment
in the classroom should provide response that serves formative purposes, helping writers develop and shape ideas,
as well as organize, craft sentences, and edit. As stated by the CCCC Position Statement on Teaching, Learning,
and Assessing Writing in Digital Environments, “we oppose the use of machine-scored writing in the assessment of
writing.” Automated assessment programs do not respond as human readers. While they may promise consistency,
ey distort the very nature of writing as a complex and context-rich interaction between people. They simplify
writing in ways that can mislead writers to focus more on structure and grammar than on what they are saying by
using a given structure and style.

3. Any individual's writing ability is a sum of a variety of skills employed in a diversity of contexts, and individual
ability fluctuates unevenly among these varieties.

As aresult...

A. Best assessment practice uses multiple measures. One piece of writing—even if it is generated under the
most desirable conditions—can never serve as an indicator of overall writing ability, particularly for high-stakes
decisions. Ideally, writing ability must be assessed by more than one piece of writing, in more than one genre,
written on different occasions, for different audiences, and responded to and evaluated by multiple readers as part
of a substantial and sustained writing process.

B. Best assessment practice respects language variety and diversity and assesses writing on the basis of
effectiveness for readers, acknowledging that as purposes vary, criteria will as well. Standardized tests that
rely more on identifying grammatical and stylistic errors than authentic rhetorical choices disadvantage students
whose home dialect is not the dominant dialect. Assessing authentic acts of writing simultaneously raises
performance standards and provides multiple avenues to success. Thus students are not arbitrarily punished for
linguistic differences that in some contexts make them more, not less, effective communicators. Furthermore,
assessments that are keyed closely to an American cultural context may disadvantage second language writers.
The CCCC Statement on Second Language Writing and Writers calls on us "to recognize the regular presence of
second-language writers in writing classes, to understand their characteristics, and to develop instructional and
administrative practices that are sensitive to their linguistic and cultural needs." Best assessment practice responds
to this call by creating assessments that are sensitive to the language varieties in use among the local population
and sensitive to the context-specific outcomes being assessed.

C. Best assessment practice includes assessment by peers, instructors, and the student writer himself or
herself. Valid assessment requires combining multiple perspectives on a performance and generating an overall
assessment out of the combined descriptions of those multiple perspectives. As a result, assessments should
include formative and summative assessments from all these kinds of readers. Reflection by the writer on her or his
own writing processes and performances holds particular promise as a way of generating knowledge about writing
and increasing the ability to write successfully.
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4. Perceptions of writing are shaped by the methods and criteria used to assess writing.

As aresult...

A. The methods and criteria that readers use to assess writing should be locally developed, deriving from
the particular context and purposes for the writing being assessed. The individual writing program, institution,
or consortium, should be recognized as a community of interpreters whose knowledge of context and purpose is
integral to the assessment. There is no test which can be used in all environments for all purposes, and the best
assessment for any group of students must be locally determined and may well be locally designed.

B. Best assessment practice clearly communicates what is valued and expected, and does not distort the
nature of writing or writing practices. If ability to compose for various audiences is valued, then an assessment
will assess this capability. For other contexts and purposes, other writing abilities might be valued, for instance, to
develop a position on the basis of reading multiple sources or to compose a multi-media piece, using text and
images. Values and purposes should drive assessment, not the reverse. A corollary to this statement is that
assessment practices and criteria should change as conceptions of texts and values change.

C. Best assessment practice enables students to demonstrate what they do well in writing. Standardized
tests tend to focus on readily accessed features of the language (grammatical correctness, stylistic choices) and on
error rather than on the appropriateness of the rhetorical choices that have been made. Consequently, the outcome
of such assessments is negative: students are said to demonstrate what they do wrong with language rather than
what they do well. Quality assessments will provide the opportunity for students to demonstrate the ways they can
write, displaying the strategies or skills taught in the relevant environment.

5. Assessment programs should be solidly grounded in the latest research on learning, writing, and assessment.

As aresult...

A. Best assessment practice results from careful consideration of the costs and benefits of the range of
available approaches. It may be tempting to choose an inexpensive, quick assessment, but decision-makers
should consider the impact of assessment methods on students, faculty, and programs. The return on investment
from the direct assessment of writing by instructor-evaluators includes student learning, professional development
of faculty, and program development. These benefits far outweigh the presumed benefits of cost, speed, and
simplicity that machine scoring might seem to promise.

B. Best assessment practice is continually under review and subject to change by well-informed faculty,
administrators, and legislators. Anyone charged with the responsibility of designing an assessment program
must be cognizant of the relevant research and must stay abreast of developments in the field. The theory and
practice of writing assessment is continually informed by significant publications in professional journals and by
presentations at regional and national conferences. The easy availability of this research to practitioners makes
ignorance of its content reprehensible.

Applications to Assessment Settings

The guiding principles apply to assessment conducting in any setting. In addition, we offer the following guidelines for
situations that may be encountered in specific settings.

Assessment in the Classroom

In a course context, writing assessment should be part of the highly social activity within the community of faculty and
students in the class. This social activity includes:

* a period of ungraded work (prior to the completion of graded work) that receives response from multiple readers,
including peer reviewers,

» assessment of texts—from initial through to final drafts—by human readers, and

¢ more than one opportunity to demonstrate outcomes.
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Self-assessment should also be encouraged. Assessment practices and criteria should match the particular kind of text
being created and its purpose. These criteria should be clearly communicated to students in advance so that the students

can be guided by the criteria while writing.

Assessment for Placement

Placement criteria in the most responsible programs will be clearly connected to any differences in the available courses.
Experienced instructor-evaluators can most effectively make a judgment regarding which course would best serve each
student’s needs and assign each student to the appropriate course. If scoring systems are used, scores should derive from
criteria that grow out of the work of the courses into which students are being placed.

Decision-makers should carefully weigh the educational costs and benefits of timed tests, portfolios, directed self
placement, etc. In the minds of those assessed, each of these methods implicitly establishes its value over that of others,
so the first impact is likely to be on what students come to believe about writing. For example, timed writing may suggest to
students that writing always cramps one for time and that real writing is always a test. Machine-scored tests may focus
students on error-correction rather than on effective communication. In contrast, the value of portfolio assessment is that it
honors the processes by which writers develop their ideas and re-negotiate how their communications are heard within a

language community.

Students should have the right to weigh in on their assessment. Self-placement without direction may become merely a
right to fail, whereas directed self-placement, either alone or in combination with other methods, provides not only useful
information but also involves and invests the student in making effective life decisions.

If for financial or even programmatic reasons the initial method of placement is somewhat reductive, instructors of record
should create an opportunity early in the semester to review and change students’ placement assignments, and uniform
procedures should be established to facilitate the easy re-placement of improperly placed students. Even when the
placement process entails direct assessment of writing, the system should accommodate the possibility of improper
placement. If assessment employs machine scoring, whether of actual writing or of items designed to elicit error, it is
particularly essential that every effort be made through statistical verification to see that students, individually and
collectively, are placed in courses that can appropriately address their skills and abilities.

Placement processes should be continually assessed and revised in accord with course content and overall program
goals. This is especially important when machine-scored assessments are used. Using methods that are employed
uniformly, teachers of record should verify that students are appropriately placed. If students are placed according to
scores on such tests, the ranges of placement must be revisited regularly to accommodate changes in curricula and shifts

in the abilities of the student population.

Assessment of Proficiency

Proficiency or exit assessment involves high stakes for students. In this context, assessments that make use of substantial
and sustained writing processes are especially important.

Judgments of proficiency must also be made on the basis of performances in multiple and varied writing situations (for
example, a variety of topics, audiences, purposes, genres).

The assessment criteria should be clearly connected to desired outcomes. When proficiency is being determined, the
assessment should be informed by such things as the core abilities adopted by the institution, the course outcomes
established for a program, and/or the stated outcomes of a single course or class. Assessments that do not address such
outcomes lack validity in determining proficiency. '

The higher the stakes, the more important it is that assessment be direct rather than indirect, based on actual writing
rather than on answers on multiple-choice tests, and evaluated by people involved in the instruction of the student rather
than via machine scoring. To evaluate the proficiency of a writer on other criteria than multiple writing tasks and situations

is essentially disrespectful of the writer.
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Assessment of Programs

Program assessment refers to evaluations of performance in a large group, such as students in a multi-section course or
majors graduating from a department. Because assessment offers information about student performance and the factors
which affect that performance, it is an important way for programs or departments to monitor and develop their practice.

Programs and departments should see themselves as communities of professionals whose assessment activities reveal
common values, provide opportunities for inquiry and debate about unsettled issues, and communicate measures of
effectiveness to those inside and outside the program. Members of the community are in the best position to guide
decisions about what assessments will best inform that community. It is important to bear in mind that random sampling of
students can often provide large-scale information and that regular assessment should affect practice.

Assessment for School Admission

Admissions tests are not only high stakes for students, they are also an extremely important component for educational
institutions determining if they and a student are an appropriate match. Consequently, where students’ writing ability is a
factor in the admissions decision, the writing assessments should consist of direct measures of actual writing. Moreover,
the assessment should consist of multiple writing tasks and should allow sufficient time for a student to engage in all
stages of the writing process.

Assessments should be appropriate to educational institutions’ distinctive missions and student populations, although
similar institutions may collaborate to create assessments. Assessment should be developed in consultation with high

school writing teachers.

This position statement may be printed, copied, and disseminated without permission from NCTE.

Copyright © 1998-2012 National Council of Teachers of English. All rights reserved in all media.

1111 W. Kenyon Road, Urbana, lllinois 61801-1096 Phone: 217-328-3870 or 877-369-6283

Looking for information? Browse our FAQs [http://www.ncte.ora/faq] , tour our sitemap [http://www.ncte org/sitemap] and
store sitemap [https://secure.ncte.org/store/sitemap] , or contact NCTE [http://www.ncte.org/contact]

Read our Privacy Policy [http://www.ncte.org/privacy] Statement and Links Policy [http://www.ncte.org/links] . Use of this
site signifies your agreement to the Terms of Use [http://www.ncte.org/terms]

This document was printed from http://www.ncte.org/cccc/resources/positions/writingassessment.
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m National Council of Teachers of English

A Professional Association of Educators in English Studies, Literacy, and Language Arts

Standards for the Assessment of Reading and Writing, Revised
Edition (2009)

Quality assessment is a process of inquiry. It requires gathering information and setting conditions so that the
classroom, school, and community become centers of inquiry where students, teachers, and other stakeholders can
examine their learning—individually and collaboratively—and find ways to improve their practice.

In Fall 2007, the National Council of Teachers of English and the International Reading Association
[hitp://www.reading.org] appointed a Joint Task Force on Assessment to update the Standards for the Assessment of
Reading and Writing, originally published by the two organizations in 1994. The revised document aims to improve the
quality of assessment by providing standards to guide decisions about assessing the teaching and learning of literacy in

21st-century classrooms.

The standards rest on understandings about assessment, language, and literacy generated by research over the past 40
years. A brief conceptual framework is presented in the introduction. Each standard, accessible from the links below and
from links in the left menu, opens with a brief explanatory paragraph, followed by an expanded discussion of the standard.
The document also includes brief case studies that make the implications of the standards concrete.

The document is also available for purchase in book form. [hitps://secure.ncte.ora/store/assessment-standards-revised]

Introduction [http://www.ncte.org/standards/assessmentstandards/introduction]

The Standards

1. The interests of the student are paramount in assessment [http://Awww.ncte.ora/standards/assessmentstandards

[standard1] .

2. The teacher is the most important agent of assessment. [http://www.ncte.org/standards/assessmentstandards
/standard?]

3. The primary purpose of assessment is to improve teaching and learning. [http://www.ncte.ora/standards
/assessmentstandards/standard3]

4. Assessment must reflect and allow for critical inquiry into curriculum and instruction. [http://www.ncte.ora/standards
/assessmentstandards/standard4]

5. Assessment must recognize and reflect the intellectually and sacially complex nature of reading and writing and the
important roles of school, home, and society in literacy development. [http://www.ncte.ora/standards
lassessmentstandards/standard5

6. Assessment must be fair and equitable. [hitp://www.ncte.org/standards/assessmentstandards/standards)

7. The consequences of an assessment procedure are the first and most important consideration in establishing the
validity of the assessment. [http://www.ncte.org/standards/assessmentstandards/standard7]

8. The assessment process should involve multiple perspectives and sources of data. [hitp://www.ncte.org/standards
/assessmentstandards/standard8]

9. Assessment must be based in the local school learning community, including active and essential participation of
families and community members. [http://www.ncte.org/standards/assessmentstandards/standard9]
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10. All stakeholders in the educational community—students, families, teachers, administrators, policymakers. and the
ublic—must have an equal voice in the development, interpretation, and reporting of assessment information.

[http://www.ncte.org/standards/assessmentstandards/standard10]
11. Families must be involved as active, essential participants in the assessment process. [http://www.ncte.org

[standards/ mentstandards/standar

Case Studies 1 & 2: National Monitoring of Education [http://lwww.ncte.org/standards/assessmentstandards

/casestudiesal

Case Studies 3 & 4: School and Classroom Assessments: Response to Intervention in the United States
[http://www.ncte.org/standards/assessmentstandards/casestudieshb]

Glossary [http://www.ncte.org/standards/assessmentstandards/glossary]

Members of the NCTE-IRA Joint Task Force on Assessment

[hitp:/flwww.ncte.org/standards/assessmentstandards/taskforce]

Comments

Most Recent Comments (1 Total Posts)

Posted By: Anonymous User on 3/16/2010 11:02:19 AM

LOVE that you've done this [RA and NCTE. Thank you. I'm sharing with my legislators!

Copyright © 1998-2012 National Council of Teachers of English. All rights reserved in all media.
1111 W. Kenyon Road, Urbana, lllinois 61801-1096 Phone: 217-328-3870 or 877-369-6283
Looking for information? Browse our FAQs [hitp://iwww.ncte.org/faq] , tour our sitemap [http://www.ncte.org/sitemap] and

store sitemap [https://secure.ncte.org/store/sitemap] , or contact NCTE [http://iwww.ncte.org/contact]

Read our Privacy Policy [hitp://www.ncte org/privacy] Statement and Links Policy [http://www.ncte. orgfirnks| Use of this
site signifies your agreement to the Terms of Use [http://www.ncte.org/terms]

This document was printed from http://www.ncte.org/standards/assessmentstandards.
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SPU Task Force for Cultural Engagement

Recommendation to Curriculum Committee 2013

By request of the 2012-13 Curriculum Committee, the SPU Task Force for Cultural
Engagement is as follows:

Brian Chin, Chair, Representative from Curriculum Committee

Susan Casey, Representative from Assessment Committee

Brian Bantum, Representative from Diversity Committee

Dominique Garcia and/or Emmanuel Mancilla, Representatives from ASSP
Debra Sequeira, Associate Dean CAS

Cindy Price, Associate Vice President for Academic Affairs

In response to the UPEC motion of May, 2012 to recommend practical ways to implement a
cultural component into the general curriculum;

To address the SPU Undergraduate Degree Program Learning Outcomes initiative (approved
May, 2005), toward Becoming People of Wisdom through Competence, Model Graced-
Filled Community, and Character Formation;

We, the SPU Task Force for Cultural Engagement, used the following as guiding principles:

1.

o WA WwoN

Philosophically, approach cultural growth as a life-long journey and thereby the
Cultural Engagement curriculum as a series of points on a longer (necessary)
journey;

Integrate CE as a thread throughout the student’s experience at SPU;

Establish a credit or equivalency requirement for graduation;

Primarily utilize existing or redesigned courses;

Must be non-credit additive;

Must provide adequate options for all students in all disciplines.

We, the SPU Task Force for Cultural Engagement, make the following six recommendations:

1. Mission Statement
2. Rubric
3. Integration
PartI: CE requirement
Part II: Core Curriculum
4. Student Life
5. Institutional Support



1. Adopt the following mission statement:
The Cultural Engagement Curriculum addresses the multicultural reality of our current
local-global society. These courses have the aim of fostering cognitive, affective,
behavioral, and Christian transformation that can be cultivated throughout life toward

becoming people of wisdom.

2. Adopt the attached Cultural Engagement Values Rubric for Seattle Pacific
University.

3. Integrate Cultural Engagement components into the curriculum as a thread
woven into the student experience.

Part I: Cultural Engagement requirement for all students

Proposed Requirement

8 CFE credits required for graduation;
(or up to 5 CE credits equivalency of approved hours)

5 CE credits required for junior transfers.
(or up to 5 CE credits equivalency of approved hours)

Students can meet this requirement from the following menu:

1. Classes
» Ways of Engaging classes that carry the CE label
« Ways of Knowing classes that carry the CE label
* USEM sections that carry the CE label
* Any classes that carry the CE label
* Foreign Language classes from the second and third year that carry
the CE label

2. Study Away/Abroad courses that carry the CE label

3. SPU Sponsored Programs such as:
* Perkins Internships
* [n Context (through Multicultural Programs)
» Sprint Program
* Urban Plunge

(Approved hours convert at the standard 10hrs/1Cr)



Cultural Engagement Course Criteria:
a. Includes a direct experience, or encounter, with intercultural or cross-

cultural material

b. Learning objectives will address a minimum of three elements from
the CE Rubric

c. Expectation of faculty development for all professors of CE courses
Part II: Local-Global Cultural Engagement in the Core Sequence

A. USEM
Provide CE certified and labeled courses as an option. Year one will start with

ten sections on a trial basis rooted in CE.

B. Common Curriculum
Weave Learning Objectives addressing Local-Global Cultural Engagement
components throughout the Common Curriculum. This integral component
is separate from the above CE Requirement.

Two Examples from the current Common Curriculum
UCOR 1000
This arts and humanities course will focus on the students’ identity as

interfacing cultural issues through the lens of the arts.

Potential Cultural Engagement Learning Objectives for UCOR1000

1. Explore the questions of individual identity as we interface the

culture and world around us.
2. Understand the role of the arts and humanities in our culture and

others.
3. Provide students with the necessary analytic tools to reflect upon
the arts as a way of knowing one’s self and consider the ways art

engages culture,
4, Participate in an experience-based cultural immersion or

encounter.

UCOR 2000
This history-based course will focus on global cultural issues as our

western society interfaces with our diverse planet.

Potential Cultural Engagement Learning Objectives for UCORZ2000:
Adapted from current language




1. Cross-Cultural Perspectives (empathizing with persons from
different cultural traditions)

2. Cultural Literacy (where our Western Heritage interfaces our
world)

3. Historical-mindedness (the logic of Chronos, moments, eras over
the past six centuries)

4. Living “Samaritan” (faithful Christians in a global age)

4. Link our curriculum with Student Life
a. Continue and expand the CE components for the incoming student
orientation experience,
b. Continue to provide and expanded cultural and diversity training for PAs,
c. Provide additional support in dorm structure.

5. Provide adequate institutional support for incorporating Cultural Engagement
a. Faculty development
i. Classroom dynamics
ii. Diversity training addressing domestic minorities and International
students
iii. Course development
b. Curriculum development
i. Establishment of a clear system for approval and evaluation for CE
Courses
ii. Adequate oversight and coordination
Study Away/Abroad expansion
Discussion around a dedicated “Day of Reconciliation”
Provide expanded library materials around supporting the CE program
Develop an assessment protocol to insure the CE program'’s success

<P o
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Cultural Engagement Proposal
White Sheet

Overall Requirement Goal:

The Cultural Engagement Requirement addresses the multicultural reality of our current local-global society. These
courses introduce students to aspects of racial, ethnic, and gender difference as well as the structural injustices that are
present in society. As well, the CE requirement seeks to promote a process of reflection and engagement (whether
personal, social or political) toward becoming people of wisdom that can be cultivated throughont students’ lives.

Structural Philosophy:

The structure of the Cultural Engagement Requirement is designed to introduce students to the CE
goal through a constellation of courses taken throughout the Common Curriculum, Exploratory
Curticulum and/or major requirements. In the first year these goals are diffused into the Common
Curriculum courses (UFDN 1000 and WRI I). In the second year students are introduced to the goal
through UCOR 2000 and finally through a coutse which has been approved for a "CE" designation.
Approved "CE" courses offer a more immersive engagement with a topic or skill consistent with the
CE goal.

Learning Objectives:

Towards the aim of the CE goal, all courses that have an approved "CE" designation adopt at least
one of the following learning objectives. In courses where the goal is diffused - a particular activity,
text, or unit may fulfill one of these objectives. Courses and study abroad trips must demonstrate
how they will fulfill one of these learning objectives in order to receive the "CE" designation.

e Understanding patterns and histories of inequity — Students are introduced to the systemic
and/or historical forces that create racial, ethnic, and/or gender inequality.

e Understanding culture/s, dynamics of cultural and racial, ethnic and gender differences

interpersonally and in society — Courses fulfilling this objective will focus on either a) self-
understanding of their racial/ethnic/gender identity not only as an individual, but also within
the larger cultural context or b) will examine non-dominant cultures (open to discipline-
specific sources and methods) giving particular attention to racial/ethnic/gender-specific
cultural expressions or other specific challenges, histories, or methods.

e Preparing students for vocations with cultivation of diverse workplaces, conflict resolution,
peacemaking, and community development — Students are introduced to ways of navigating

diverse workplaces with cultural competency, trained in skills of conflict resolution, and/or
learn ways to identify effective methods of cultivating diverse environments, community needs
and development strategies, and strategies to advocate for the poor, dispossessed, or
marginalized.

e  Articulating reconciliation as participation in God's reconciling work in the world — Students

examine how the process of identifying patterns of inequality, developing a self-understanding
of one’s cultural history and present, developing skills of peacemaking and/or justice all
contribute to God’s reconciling work with and in the world.

Prepared for the Curriculum Enhancement Committee
Brian Chin, Feb. 2014



Cultural Engagement Proposal
White Sheet

CE Requirement Summary

CE in the Common Curriculum

1. First Year Common Curriculum (UFDN 1000 and WRI I): CE
Requirement goal is achieved through the correspondence of at least one
text, activity, or assignment to one of the four learning objectives listed
above.

2. UCOR 2000: Many of these learning objectives are currently fulfilled
through the present UCOR 2000 structure. The UCOR 2000 will continue
to adapt courses and readings to these more closely align to the above
learning objectives.

"Cultnral Engagement” Credit

1.

2.
3.

The CE credit is fulfilled with a passing grade in at least one course or study
abroad with the "CE" designation. (eligible courses must be at least credits).

CE courses can also fulfill WKA, WKA, or major requirements.

The University Curriculum Committee will approve proposals to designate CE
courses, with each proposal describing how it will meet at least one of the above
learning objectives as one of the central aim of the course. (Process is similar to
the evaluation process of WKA and WKE approval).

Faculty Development centered on teaching and/or modeling the learning
objectives will be available.

Prepared for the Curriculum Enhancement Committee
Brian Chin, Feb. 2014
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FROM: UPEC
RE: Writing Requirements Program Review
Date: April 18, 2012

Writing Program Description
The Writing Program at Seattle Pacific University (SPU) is multi-faceted. The program is responsible for:

1. Providing an evaluation of entry-level student writing through the English Placement Procedure (EPP),

2. Offering students who fall below entry-level writing requirements the ENG 2201: Intermediate College
Writing course,

3. Helping students with their writing through peer-centered instruction by way of the writing Center,

4. Advising faculty on the requirements for the eight credits of “W” courses needed for students to

graduate,

Analysis and Appraisal
The Writing Program’s disparate parts elicited a lively discussion within UPEC. While each piece within the

program offers unique ways to improve student writing at SPU, we feel that additional data will strengthen our
understanding (and the community as a whole) of the efficacy of the writing program. Therefore, we have
grouped our analysis, questions, and requests for data around the EPP/ENG 2201, "W” Courses, The Writing
Center, and the writing done in USEM, UCOR, UFDN, Capstone, and lower-division courses.

The EPP and ENG 2201
The adoption of the EPP clearly relieves a burden from English Department faculty, while simultaneously

allowing students who need ENG 2201 the advantage of no longer being delayed by two quarters. The ENG
2201 course, however, does not reach all of the students who may benefit from an intermediate college
writing course. The selection of the bottom 30-40 percent of EPP scores predicated on number of seats
available in ENG 2201 seems to assist only the least capable writers within each first year class (and this

fluctuates from year to year by the first year's class size).

While the suggestion of requiring a universal SPU writing course would seem reasonable,

What data suggests that SPU students would benefit from a required writing class like ENG 22017
How are the goals/ objectives of ENG 2201 implemented and what is the accountability process to
ensure such implementation occurs (and if ENG 2201 was implemented as a universal requirement,
what impact would that have on the campus-wide writing program (or would it eliminate the need for

a campus-wide writing program)?

"W Courses
The DCW states that the discipline specific “W” courses function as a second-tier system of writing. As one of

the most visible aspects of the Writing Program incorporated through the major, the eight credits of “W”
courses students are required to take should significantly impact how they write.

« What should be the goals and objectives for a “W” course?
If these goals and objectives are discipline-based, what guidance would/could be given to faculty

teaching these courses?
Alternatively, should the faculty create a document for the DCW to illustrate what successful

discipline-based writing should entail, or should the requirements of a “W” course be standardized
across schools/departments?



« &'t review has been done of the understanding and efficacy of “W” courses?
¢ Lould syllabi be collected to ascertain the amount of writing {and the process of writing) done in the

courses?
e How does the DCW assess the discipline-specific nature of the “W” courses for majors?

The Writing Center
Providing peer feedback is an innovative and cost effective way to improve student writing. If the general
o tinn of the Writing Center is indeed of a remedial writing center that stigmatizes the students who use
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it, how do we rectify that perception?

e Wtat data (from students and/or faculty) illustrate that using the Writing Center is stigmatizing?

e s the Writing Center serving as a help for remedial writing, i.e., what do we know about who and how
many students are using the Center in a given week/month/quarter/academic year?

e Carn the Writing Center be incorporated into general education classes in some way to “get the word
out” about it, making students more comfortable with the idea of using it?

¢ Should other changes to the Center (changing hours, location, staffing) be implemented to attract

more student use?

USEM, UCOR, UFDN, Capstone, and Lower-division Courses

Despite some of the obstacles to providing students with a comprehensive writing program, it is promising to

" see that data from the College Learning Assessment (CLA) show that SPU first year and senior students show
an improvement in analytic writing tasks. Itis also encouraging to see that data from the National Survey of
Student Engagement (NSSE) indicates that SPU contributes to students’ improved writing. The DCW, however,
states that the writing requirements in USEM, UCOR, and lower-division courses have been jettisoned.

e What evidence is used to measure the amount of attention paid to writing in lower division courses, as
well as USEM, UCOR, UFDN, and Capstone courses?

« \What data can be used to measure this (e.g., CAS’ 2011 data collection of how many pages are written
in all CAS courses for Winter Quarter 2011)?

Writing requirements for USEM, UCOR, UFDN, and Capstones may be the best chances of a cohesive writing
program reaching SPU students, short of a universal freshman composition class.

e What faculty development strategies are being taken to assist faculty in developing appropriate .
writing projects for these courses?

One way to gauge student writing improvement (or lack thereof) might be to institute a reflective
essay or other writing assignment to be required in USEM (freshman year) and Capstone {senior year)}
for comparative purposes. Could something like this be implemented?

Commendations
We commend the DCW for his work keeping the disparate pieces of the writing program functioning, offering

waorkshops to faculty on how to effectively institute writing into their curricula, and his work an the writing of
the program review document. Oftentimes the work of faculty serving in positions such as the DCW seems
thankless, with the juggling of student, faculty, and program requirements. We want to thank Tom for his
patience as we've reviewed the program and his willingness to provide UPEC with additional documentation.

Recommendations
As we move forward with our efforts to improve student writing at SPU, we would like to create
ision how SPU’s current writing program may become a more comprehensive prog The
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convened in the 2012-2013 academxc year The task force will be asked to envision and subsequently deveEOp
a comprehenswe writing program at SPU that mciudes c!early artlcuiated goals and assessment strategies. A

Questions to be addressed by the task force should include those recounted in the analysis section of this
review (i.e., each set of questions regarding the EPP/ENG 2201, “W" Courses, Writing Center, and USEM,
UCOR, UFDN, and lower-division courses at SPU). The task force will create specific strategies to be employed
for implementation and assessment of a comprehensive writing program at SPU. Additional questions the task

force should deliberate include:

¢ Should a comprehensive writing program be situated in the English Department or should it be
separate from the English Department, with all authority remaining with a Director of Campus
Writing?

¢ What will the accountability structure for the English Department and/or Director of Campus Writing
be for regular review of the writing program, as well as for review of the direction/leadership of the
program (e.g., should there be a standing committee for writing program accountability with
representatives from a variety of schools/ departments)?

e |norderto be effective, what funding would be necessary to ensure a comprehensive implementation
of programs?

o What partnerships should be pursued to make a strong, comprehensive writing program?

Along with envisioning and developing a comprehensive writing program at SPU, the question of how to
promote a culture of writing at SPU is important, as it speaks to the foundational values of a comprehensive
writing program. The task force should also discuss strategies for promoting a culture of writing at SPU, for

example:

» How do we promote a culture of writing instruction at SPU?

e s a culture of writing specific to writing for the disciplines?

e s a culture of writing more generally “good” writing (and can that be defined apart from specific

disciplines)?
How can we fit writing into departments or programs where it might not intuitively fit (i.e. graphic

design, music), or should we try to fit writing into these disciplines?



Evaluation of Writing Requirements & Related Areas

submitted to UPEC by
Tom Amorose, Professor of English & Director of Campus Writing
Fall Quarter, 2011
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1.SPU English Proficiency Requirement

Purpose/Objectives. An entry-level requirement to determine if
entering students (traditional freshmen and transfer students
without a previous college-composition course) are “coliege-ready”
for the writing tasks they will encounter at SPU. The objective is to
~&arate those who absolutely need more work to get ready for
college writing from those who can “get by,” learning these skills on
their own, and from those who already possess ample skill.
Assuiries a scarcity model for writing instruction: funding has not
been available historically to support a universal entering-student
composition requirement. "Triage” is therefore the basis for the

reguirement.

English Placement Procedure (EPP). For freshmen: each
September, the Director of Campus Writing (DCW) in coordination
with Student Academic Services (SAS) run calculations based on
incoming students’ high-school and college-admission
grades/scores to predict students' college-level writing skills. A
score from 2 to 6, with decimal gradations, is assigned to each
student based on this calculation. Freshmen are then ranked from
lowest to highest. The DCW determines where the cutoff will fall
between students required to take ENG 2201 and those exempt
from the course. The number adjusts according to the number of
seats available in ENG 2201 for the coming academic year—
typically around 240, or 30%-40% of the freshman class depending
on number of enrollees in any given year, '

What is technically a
graduation
requirement is, de
facto, an entry-level
requirement geared
to getting the
weakest students
ready for college
writing tasks.

Reason for EPP Implementation in 2009. The EPP replaced the English Placement
Test because the EPT a) seemed too little information (a single “snapshot”) about
student writing skills to make a fair assessment; b) delayed by two quarters
freshmen's opportunity to take a writing course, if required to do so; ¢) placed an
unfair burden on English Department members, who read the EPT's, without

remuneration, in a single, exhausting day at the end of fall quarter.

Efficacy of Procedure. Statistical analysis has shown the EPP to be as reliable a
predictor of college readiness in writing as the EPT was. Fewer students contest
their scores because of the timing of communicating scores and method for arriving
at them. The greatest benefit has been getting students into needed writing

coursework earlier in their college careers.

ENG 2201. Intermediate College Writing is a three-credit writing course that improves
upon elementary college-writing skills through readings, discussion, and the assignment
of writing tasks typically found in college coursework. It is the traditional “fyc” (first-year
composition) course, placed on the sophomore level only so that students required to
take it don't lose credit for any previous college-level writing coursework they may have




taken in a high-school Running Start program or at a community college before
transferring to SPU.

Goals/Objectives. Goals include providing students with college-writing readiness
and review of typical writing errors of college students. The argumentative essay is
the dominant college-writing genre taught. Objectives include getting students to
understand writing as a series of tasks in a recursive process and to develop flexible
strategies for generating, revising, and editing their own and others’ texts; and to
develop knowledge of conventions ranging from structure and paragraphing to tone
and mechanics, all related to college-level writing.

Training of Instructors. All instructors hired have undergone a graduate-level course
in writing pedagogy in a graduate English program or similar course in an
undergraduate education program. All instructors receive a copy of an instructor’s
guide to English 2201, which lists the history, goals, objectives of the course, a
profile of students taking the course, and a list of further resources. Adjunct
instructors also meet with the Director of Campus Writing upon hire to guarantee
consistency of course methodology and goals. Over the course of an academic
year, instructors of the course meet together, along with the Director of Campus
Writing, for a check-in and best-practices session or sessions.

“Quality Control.” The training listed above goes a long way to guaranteeing
consistency in quality across sections of this course. In addition, each instructor's
course evaluations are reviewed by the chair of the English Department at the end of
each quarter, and, in the case of adjunct instructors, re-hiring is based on these
“evaluations. . As with any course taught primarily by adjuncts, investment in the
individual students and tie-in with the mission of the university is always an issue.

Section Numbers Relative to Need. All entering SPU freshmen ENG 2201 is really

would benefit from taking ENG 2201. Some may pick up its ) -
lessons in other coursework; most won't. Over the last fifteen triage, providing a
years, it's become evident the university needs or chooses to scarce resource,
place its resources elsewhere than into a universal freshman s ‘
writing requirement. As mentioned above, the only rational writing instruction, to
response in this fiscal environment is triage: offer the limited the least capable
number of funded ENG 2201 sections to the most needy. . writers within the

: freshman class.

2.“W” Requirement

Purposes/Objectives for Requirement. Discipline-specific, writing-intensive courses
at the 3000- and 4000-level that offer a substantial component of writing designed to
reinforce students’ earlier college work in writing—a second-tier writing requirement.
At the same time, they provide instruction in the type of writing (insider expert prose)
appropriate to a particular discipline, ideally the student’s major. Most important of




ali, e courses strive to demonstrate to students how to “think disciplinarily” using
typical disciplinary writing tasks to do so. Eight credits of “W" are required of
students entering SPU as freshmen, five as sophomores, and three as upper-
classmen.

Quality of Writing Instruction. Results from a Fall, 2009 survey “W” instructors feel
o "Wh-course instructors showed that 89% of instructors feel ) b e
“prepared and competent” to teach writing in their "W” course. gy e dom'g o
Forty-two percent of them volunteered to teach the “W” course. competent job

And the three most common writing assignments in “W” courses | teaching disciplinary
are the research paper (appearing in 60% of courses), the writing in their “W”
eccay (49%), and the reflection (42%). These results indicate a d

reasunably healthy willingness to teach “W” courses, high levels | COUISes.
of self-confidence in teaching disciplinary-specific writing, and
sound coverage of three writing tasks considered mainstream
and broadly applicable to college writing in general.

Maost encouraging of all, over 95% of instructors allow or require that students revise
their writing, one of the most powerful strategies for improving student’s writing
processes.

At the same time, survey respondents, when asked what prevents them from
teaching writing more or better, complain that they lack the time to teach both
content and writing in their “W” courses. This result indicates some confusion on
their part about the intent of the “W” requirement, which is both to teach writing using
content and to teach content using writing. The separation of the two in instructors’
minds may suggest instruciors see the writing component as an overlay to the
course. If students note this separation, instructors are doing them a disservice by
reducing writing, in their minds, to a mere requirement, or only the “getting of
thoughts down on paper.” Both prevent the course from encouraging the use of
writing as a powerful tool for learning course content, and thus compromise the last

of the requirement’s objectives stated above.

On a perhaps even less encouraging note, only 39% of “W" instructors felt students
enter their “W” courses prepared to do the writing they'll find assigned there. Nearly
one-quarter of instructors had no feelings either way on this topic. Viewing these
two findings together (and trying to stay positive), one can say that "W" courses are
critical locales for writing instruction at SPU, moving students forward significantly, at
least in the eyes of their instructors. Fuller survey results can be found in the

Appendix.

Number of “W” Courses in Each Discipline. Over the last fifteen years, the Director
of Campus Writing has worked hard to increase the number of “W" courses offered
and, more importantly, to urge departments to “hard-wire” these courses into their

majors—that is, designate as “W" at least eight credits of universally required {core)




courses in every major. This strategy aspires to guarantee that every SPU student,

simply by virtue of having completed a major, will have taken the required number of
“W" credits to graduate, eliminating the widespread "W"-shopping students had been
engaging in since the “W” requirement was installed some years prior to the DCW's

arrival on campus.

Persistence (and patience) have paid off in some ways. The number of "W" courses
has increased, though no exact data exist on the number of “W” courses offered
prior to 1996. (A full list of "W" courses offered from fall of 2008 through spring of
2012 is included in the appendix.) In CAS, the “W" offerings have notably increased.
An analysis of CAS majors indicates that most departments have in fact hard-wired
at least three credits’ worth of “W" courses into their majors, many a full eight or
more credits’ worth so that students needn’t look elsewhere than the major to satisfy
their “W” requirement. And all CAS departments have "W" courses that students

may take as major electives.

In the schools outside CAS, a different picture emerges. In SBE and SHS,
uniformity in “W” experience is guaranteed: SBE requires that all students complete
the core courses BUS 3541 and BUS 4690, both “W” courses worth 10 credits total,
and SHS requires that all nursing students complete NUR 3948 and NUR 3954, both
“W" course and worth 11 credits total. In contrast, SOE relies for the most part on
the students’ major outside its school to provide “W” courses for its students, which
sometimes leaves ed students scrambling for “W” credit toward graduation, given
the tight scheduling education students must observe.

3.Writing Support for Students: Writing Center/Center for Learning

Goals & Expectations. The Writing Center's objective is to offer, as a free service to all
SPU students, peer feedback on their writing. Its primary goal is to make writers better,
not single pieces of writing better. The focus of the WC is therefore the student writer,
using the text she brings with her as the occasion for a discussion that will improve her
writing ability. Of course, the writing will improve as the writer improves. Another,
equally important expectation is that the student tutors also gain from the experience,
both in writing improvement through meta-cognition and in compassion through serving

others.

The Writing Center is not, on the one hand, an editing or proofreading service, nor, on
the other, a professional consultancy staffed by professional researchers or teachers of
writing. Instead, it's a student centered, peer-to-peer space staffed typically by four
undergraduate tutors and one masters-candidate ESL tutor who offer responses to
student drafts, with suggestions for improvement. Funding is largely through work-
study. The atmosphere is deliberately informal and welcoming, and the Center's
connection with the larger Center for Learning, where it is housed, allows for seamless
integration with larger university efforts to provide academic support services.



Students wanting to use the Writing Center may call the CfL to arrange an appointment,
-stop by to sign up for one, or simply drop by to see if a tutor is available. The WC is
typically open from 11-5, Monday through Thursday, from Weeks 2 through 10 of each
quarter. Students may also make appointments with tutors outside these times
depending on tutors’ willingness and availability.

Iutors visit classes to give writing advice and are sometimes assigned a student or
group of students to work with repeatedly, or on a particular class project, via the
Director of Campus Writing.

Writing Center Usage Statistics. The Appendix contains raw usage | The Writing Center
numbers for the previous three academic years. The WC could faces stigma: itis
expand ihese numbers if it could overcome three critical obstacles: il T e
first, the perception by both faculty and students that the Center is wrongly perceived as
designed for and useful to remedial and ESL students only; second, | useful only for
given this perception, the fear of stigma students feel if they use the remedial and ESL
Center; and, finally, the writing habits of typical SPU students, which

lead them to write papers and reports in one, last-minute session students.

just before a due date, leaving no time for a visit to the Center with a

draft for feedback and revision.

Staff Training. Newly selected tutors meet in a preliminary meeting with the Director of
Campus Writing, where he explains the above goals and expectations and provides
tutors with a tutor's guide and several professional resources (e.g., published guides
and online resources). The senior tutor (with three years of experience in the WC) then
serves as mentor with the rookie tutor or tutors, meeting periodically with the rookies
one-on-one. On-the-job training occurs weekly during the academic year, when the
Director of Campus Writing meets with the entire tutoring staff to offer tips on tutoring
sessions, to discuss presenting issues and clients, to plan marketing strategies, and to
introduce level-appropriate elements of writing research relevant to tutoring. Meetings
are also used to nurture the tutors themselves—to discuss their own writing
assignments, plans for future careers related to their tutoring, and Christian fellowship
around issues of literacy and service. Informal exit interviews are conducted when
futors graduate. The Director of Campus Writing regularly reports, as he can, on former
tutors, to give current tutors a sense of continuity in the work of the Writing Center.

4.Director of Campus Writing

Roles and Responsibilities. The appendix contains a summary of the Director’s full
duties. It's important to emphasize here that the DCW possesses almost no power and
little authority, directing neither program nor department nor faculty nor staff. Instead,
his stock-in-trade is persuasion and encouragement, promoting writing instruction, and
instructional improvement, through offering instructor workshops, consulting with
individual instructors, proposing and shaping curriculum and curricular requirements
related to student writing, and shamelessly plugging writing instruction at any

opportunity, formal or informal.




Given perennial budget restraints and the various new, resource-intensive initiatives
undertaken over the last decades at SPU, resources for writing instruction initiatives
have proven generally unavailable. In this environment, the DCW's job has evolved into
one of looking for and taking advantage of openings to consult as curricular decisions
are made on the divisional or even grass-roots level. For example, the DCW consulted
when SBE created new entry writing requirements to its majors and a universal writing
requirement and scoring rubric for all its courses. Similarly, the DCW consulted when
SOE established its own writing requirements and remedial writing program in 2010-11.
Through the semi-annual faculty workshops on teaching writing he has offered for over
five years, the DCW has promoted not just improved writing instruction but a unified
approach to commenting on students’ writing, a unified language to use in commenting,
and a standard for grading student work. (Over one-hundred faculty members have
gone through this workshop.)- The DCW anticipates a similar set of roles in the build-out

of the new Exploratory Curriculum.

All of these efforts seem less “official” and more impromptu, but they seem to have
proven the most effective way to improve the quality of student writing on SPU's
campus, given restraints on the growth of formal programs and instruction. When the
path is blocked, success lies in the work-around.

Evaluation Process. The DCW is evaluated through the standard annual and post-
tenure review process. His role and duties have been further evaluated by the CAS
dean, most recently in the summer of 2010. &

5.Findings from General Data on Student Improvement in Writing

Relatively scant as they may be, self-reported and performance data related to SPU
students’ writing achievement does exist, and it seems to offer significant findings,

briefly noted here.

Data from the College Learning Assessment (CLA) administered to a sample of
SPU freshmen and seniors in 2004 and using an ACT-gauged metric, show an
improvement in analytic-writing tasks amounting to 3.6 points (from 26.1 to 29.7
out of a perfect 36) from freshman to senior year.

A Winter, 2011 audit of writing in all SPU undergraduate courses revealed that
an average of 22 pages of writing were assigned per course. The range showed
values from 0 to an unimaginable 110 pages.

Data from the National Surveys of Student Engagement (NSSE) from 2007 and
from 2010 indicate that SPU contributed moderately to students improving their
“writing clearly and effectively.” On a 1-to~4 scale ranging from “very littie”
contribution to “very much,” freshmen responded with an average of 2.87 (a high
“some” contribution), and seniors reported 3.18 (a low “quite a bit” of contribution)
in 2007. In'2010, those scores rose modestly to 2.94 for frosh and 3.31 for

Seniors.
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SPU's freshmen NSSE scores are lower than those of
freshmen in any of the study’s comparison groups (CCC&U
institutions, Carnegie peers, and all NSSE-participating
schools). However, the senior score is as high or higher than
those for seniors in these same comparison groups. Rough
conclusion: in students’ eyes at least, we do worse helping
zshmen learn to write than other institutions do, but we do
as well or better than other schools at helping seniors.

~ccording to these same reports, SPU assigns more papers
of one to nineteen pages to both freshmen and seniors than
do our comparison schools. In assigning longer papers, SPU
is roughly comparable to these institutions. Ditto for
assigning research papers. Our one significant change in
these categories from '07 to "10 is slippage in research
projects assigned freshmen—from a low score in the 5-10-
page range to a high score in the 1-4-page range. The short
shrift given freshmen in the previous data set shows up in this
one also, albeit in different form.

The Faculty Survey of Student Engagement (FSSE) from
2007 offers a troubling picture of SPU writing instruction.
When asked to What extent faculty participants structure one
typical course of theirs to help students learn to write clearly
and effectively, 44% to 50% of instructors replied only “some”
or even “very little.” Lower-division courses fell on the
dismally high end of that range; if this survey's sample is
representative, half of the instructors faced by freshmen and
sophomores care at most “some” whether or not their courses
develop students’ writing ability—a pedagogical shrug of the
shoulders,

Recently received results from the 2010 survey show these
percentages staying abysmally low, with one exception--
where they have sunk even lower. the number of instructors
who structure their lower-division courses “very little” toward
promoting students’ writing clearly and effectively increased
from a disheartening 10% to an alarming 15%.

These same FSSE reports offer even more troubling news.
Requiring students to prepare multiple drafts of assigned
writing is considered the most powerful strategy for improving
their writing. However, when 2007 instructors were asked if
they thought this strategy important, over a quarter (26%)
said it was flat-out "not important”; the percentage of 2010
respondents saying so rose to an alarming 40% Only 26% in
2007 and 24% in 2010 said the draft-revise strategy was
“very important.” Once again, lower-division courses fared

Surveys of
students and
faculty show
that, when it
comes fo
teaching
writing, SPU
pays more
attention to
advanced
students
than it does
to freshmen
or
sophomores.

And
freshmen
say they
know it.

SPU does
more poorly
by its frosh
than
comparison

schools do.
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the worst: a full third of LD instructors felt multiple-drafting
was “not important” at all in 2007, rising to a staggering 45%
in 2010. Alarming numbers and an alarming trend.

These findings point to some puzzling disparities. On the one hand, seniors succeeded
modestly on the CLA and gave modestly decent ratings to their SPU writing education
on the NSSE survey. On the other, disappointing numbers related to faculty effort and
attitudes toward writing instruction appear everywhere except in “W” courses. Why the
disparity? Does the SPU faculty believe that students will develop writing ability simply
by writing a typical number of pages during college? That they catch up in writing
development when they arrive at the upper division? That they're getting help
elsewhere than in most of their courses—from each other or from a few instructors who
do care about their writing? And why would anyone say that drafting and revising is
more important with advanced students than with neophytes finding their way in
academe? Is “the major" an enemy of general education when it comes to writing?

6.ESL Students at SPU

Non-Native Speak f Engli
Undergraduates who are Non-Native Speakers of English (ESL SPU has never fully

students) are a growing group in raw numbers and as a percentage
of the undergrad student body. (See Appendix for figures.) confronted the
Though a small minority (7% in Fall 2011), NNSE are a source of , . ge
discomfort and anxiety to instructors, if anecdotal evidence is any implications of
indication. SPU has yet to develop any acknowledgment that the admitting
admission of these students, whose presence in our midst is

extremely valuable on many grounds and mission-worthy to boot, undergraduate ESL
means struggles for faculty and students alike. Nor have we :
acknowledged what the research on NNSE students tells us: no students "'Nho W.ﬂ" not
matter how intensive the instruction, no matter how thorough the reach native writing

intervention, few if any of these students will achieve native fluency Sl baters
in writing by graduation. The question then remains, is SPU willing
to accept the cost/benefit ratio of having ESL students in its midst? graduating.
Qught we, at the very least, acknowledge to ourselves and to
students the limitations of what can be done to help this population
develop toward native writing ability and embrace ESL students’
noble efforts as just that, efforts rather than complete successes?
Such acknowledgement would be healthy, realistic, and more

grown-up than the complaints heard regularly about these hard-
working students.

7.Additional, Anecdotal Findings

Although no data exist to support the following, the Director of Campus Writing has
observed over fifteen years these findings: '



Various faculty members and academic staff communicate to students that the
Writing Proficiency Requirement is largely a hurdle to be overcome.

Many SPU faculty and staff regard ENG 2201 as a remedial course, rather than
the typical college-writing course it actually is—akin to the same course on the

majority of American college campuses. This attitude is then communicated in

various ways to students, contributing to a campus culture hostile to the idea of
learning to write well as part of a liberal arts education.

Of the major divisions of the university, CAS lags behind SOE, SHS, and SBE in
being intentional about writing instruction. Perhaps CAS need not be as
deliberate because writing instruction is endemic to many of its disciplines’

coursework, and “W"” courses are more numerous. :
Meaningful work to

Much of the work to improve student writing is happening at | improve student
SPU's grass roots, rather than at the university-wide, policy- writing is happening
oriented level. From faculty workshops to student tutorials to ,
threshold requirement in SOE to program-wide writing at the grass-roots, not
requirements in SBE-—writing pedagogy and writing
assessment are alive and kicking at the local level.

the institutional level,
at SPU.

Good intentions outstrip training and skill among many of those SPU faculty
members truly desiring to help students improve their writing. The spirit is willing,
but the self-reflective practice is weak. '

B8.Conclusion & Recommendations

Best practices in the assessment of college writing focus not on the demonstration of
achievement—by either students or instructors—but on the discovery of what can be
done to improve the teaching and acquisition of writing ability. Nor should the
assessment of writing assume that composing is merely a skill of transcription—"getting
ideas down on paper.” Meaningful writing assessment should acknowledge the vast
nurnber of variables involved in writing: the complex writing process considered
longitudinally; the series of intellectual strategies a writer must discover or invent to
address the topic or problem at hand; the making of meaning every writing act requires;
the social and contextual pressures bearing on that act; the genre requirements of any
resulting text. Given these variables, determining the success of a student writer is
complex enough; to determine the success of programs and pedagogies aimed at
helping students succeed multiplies the complexity in mind-boggling ways. What part of
student writing performance is to be measured? How is it to be measured? Who gets
to measure it? It takes a whole university to teach students to write and probably a

whole university to assess every student’s writing ability.
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With these observations in mind, it's clear that a mere set of two requifements,
supported by a small Writing Center and a single, over-extended Director of Campus
Writing cannot alone guarantee students’ acquisition of writing ability. Beefing up those
requirements and extending writing instruction further across the curriculum would go a
long way to creating a culture of writing at SPU, a culture common on the campuses of
our aspire-to institutions but not so much on our own. Here’s a beginning list of
recommendations toward that end:

Universal Freshman Writing Requirement. All entering freshmen should be required
to enroll in ENG 2201. The best way to make this possible: hire a small cadre of
contract instructors, on repeatable three-year contracts, to teach the course.

Re-instatement of Writing Component in USEM 1000, UCOR 1000, and Capstone
courses). The original design of these courses featured a writing requirement in
each of these courses. This design was approved by the faculty, but the writing
components have been discarded.

More attention paid to writing in lower-division courses. As in many other areas,
SPU’s instructional environment is upside down, with the least needy (juniors and
seniors) receiving the most attention, while freshmen’s and sophomores’ skill
development is hit-and-miss, on-the-fly, and you're-lucky-if-you-get it. USEM 1000
alone cannot prepare students for college work or, once prepared, move them
forward, especially now that its writing component has been ignored. Lower-division
instructors (including adjuncts) should be encouraged by their chairs to attend the
workshops in teaching writing offered twice-yearly by the Director of Campus
Writing. So should all new faculty members, many of whom are responsible for

lower-division courses.

Required goals/objectives for "W" courses. To its list of required items that
department reports must contain, UPEC should add specific, department-based
goals for “W” courses. These should address the types of writing required and the
means of teaching it to students. They should detail how “W” courses will work to
teach students the relevant discipline's expert insider prose.

Required “W” courses as part of each major's core. Every major should have its
core courses bear “W" credit, so that students needn’t go “shopping” for "W" credit
where they can find it, defeating the purpose of this writing-in-the disciplines

requirement.
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Meaningful writing components in the new Exploratory Curriculum. These should be
stipulated during the preparation year, and workshops for instructors should be
offered to help prepare them for teaching courses in this new curriculum.

Promotion of a culture of writing instruction at SPU. UPEC and the Center for
Faculty Scholarship and Development should join the Director of Campus Writing in
promoting to the faculty the belief that it is every instructor’s job to teach writing in
one fashion or another. Rather than saying that students can’t write anymore. (the
first recorded instance of an American educator uttering this sentiment is 1874, he
was Charles Eliot Norton, and he was president of Harvard), faculty members should
socept that it does indeed take a village, or a university, to teach students to write.
No single entity {including the English Department) can teach the breadth and depth
of writing tasks students will face in their majors and in their future work lives.
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History of SPU’s Writing Proficiency Requirement

Survey Results from Fall, 2009 “W" Instructor Survey

List of “W" Courses by Department

Writing Center Usage Statistics
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Winter, 2011 Audit of Writing in All SPU Undergraduate Courses
NSSE 2007 Findings Related to Student Writing

NSSE 2010 Findings Related ta Student Wriling

FSSE 2007 Data Related to Writing Activities at SPU

FSSE 2010 Data Related to Writing Activities at SPU

Enrolled Undergraduates Whose First Language Is Not English
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Overview of a sample range of other colleges’ and universities’
freshman writing requirements

Seattle University
Required for graduation as part of its brand-new core curriculum:
A two-course sequence, required in the freshman year to go with an
integrated four-year program
s “Academic Writing Seminar”
¢ “Inquiry Seminar” (disciplinary learning + research writing)

Pacific Lutheran University
Required for graduation as part of its core/general education curriculum:
A two-course sequence, required in the freshman year
e “Writing Seminar”
e "Inquiry Seminar”
(disciplinary learning + research writing)

Wheaton College
Required for graduation as part of its “liberal arts competencies,” completed by the
end of the sophomore year:
»  “Composition and Research” course
» At least two or more writing inquiry-based courses (in philosophy,
history, theology, sociology, diversity, etc)

North Seattle Community College

Required for all degree, certificate, and four-year-college transfer programs
» English 101: Composition
« English 102: Research Writing

University of California, Davis
Required for graduation as part of its core/general education curriculum:

A four-course sequence -
two courses required in the freshman year
e “College Writing and Critical Thinking"
» “Research Writing”
and a two-course requirementin
e “Writing Experience”
drawing from a large list of discipline-specific courses emphasizing
written, visual, and oral literacies
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Overview of national writing standards and practices

(Key disciplinary organizations include MLA (Modern Language Association), CCCC
(Conference on College Composition and Communication), NCTE (National Council of
Teachers of English), AWP (Association of Writing Programs).

1) The UW’s expository writing outcomes document (included here) is an excellent
example/synopsis of current standards and practices across the higher ed
landscape, based on the recommendations of key disciplinary organizations listed
above. (Side note: the UW's Director of Expository Writing, Anis Bawarshi, a
national leader in this field, has offered his help and expertise to this SPU writing
task force, as needed.) :

a. Keyelements include:
i. Writing instruction is the foundation for teaching successful college-

level academic inquiry across all disciplines.

ii. This instruction must work in context-specific ways.

iii. The necessary foregrounding of the elements of argument (claims,
grounds, warrants) to this learning.

2) Current higher ed writing pedagogies take seriously recent insights from the
cognitive sciences, such as the problems with “transfer of learning” assumptions
across disciplines, as well as the curricular implications of related fields such as
“complex adaptive system” theory.

3) Current higher ed writing pedagogy -- across a broad and near-universal range of
research, liberal arts, comprehensive, and community colleges -- assume a roughly
one-year curricular process, during the freshman year, to create the basic ability
in a broad range of college students to think and write successfully in an academic
context.

4) Current higher ed writing pedagogy takes writing as assessment tool very
seriously - both to assess writing itself as well as to more broadly assess critical
thinking and disciplinary learning across majors and throughout an undergraduate
program. Forms of assessment vary but frequently include student writing
portfolios (several software programs exist to manage these in digital form) and
senior research/capstone theses. Writing and assessment programs are expected to
be overseen by a Director of Campus Writing with the responsibility to lead, assess,
and monitor all programs and outcomes.

5) Current higher ed writing pedagogy assumes the existence of a range of campus
and curricular support systems for students requiring additional help, whether
they be English language learners, students with disabilities, or any other student
needing support. Examples include the existence of campus-wide writing centers, a
range of professional and/or peer writing tutors, the existence of “lab” or “tutorial”
linked courses for ELL students, etc.

18



OUTCOMES FOR EXPOSITORY WRITING

PROGRAM COURSES

University of Washington

1. To demonstrate an awareness of the strategies that writers use in different writing
contexts.

L]

The writing employs style, tone, and conventions appropriate to the demands of a particular genre
and situation.

The writer is able to demonstrate the ability to write for different audiences and contexts, both
within and outside the university classroom.

The writing has a clear understanding of its audience, and various aspects of the writing (mode of
inquiry, content, structure, appeals, tone, sentences. and word choice) address and are
strategically pitched to that audience.

The writer articulates and assesses the effects of his or her writing choices.

2. To read, analyze, and synthesize complex texts and incorporate multiple kinds of
evidence purposefully in order to generate and support writing.

The writing demonstrates an understanding of the course texts as necessary for the purpose at
hand.

Course texts are used in strategic, focused ways (for example: sumniarized, eited, applied,
challenged, re-contextualized) to support the goals of the writing.

The writing is intertextual, meaning that a “conversation” between texts and ideas is created in
support of the writer’s goals.

The writer is able to utilize multiple kinds of evidence gathered from various sources {primary
and secondary — for example, library research, interviews, questionnaires, observations, cultural
artifacts) in order to support writing goals.

The writing demonstrates responsible use of the MLA (or other appropriate) system of
documenting sources.

3. To produce complex, analytic, persuasive arguments that matter in academic contexts.

L]

The argument is appropriately complex, based in a claim that emerges from and explores a line of
inquiry.

The stakes of the argument, why what is being argued matters, are articulated and persuasive.

The argument involves analysis, which is the close scrutiny and examination of evidence and
assumptions in support of a larger set of ideas.

The argument is persuasive, taking into consideration counterclaims and multiple points of view
as it generates its own perspective and position.

The argument utilizes a clear organizational strategy and effective transitions that develop its line

of inquiry.

4, To develop flexible strategies for revising, editing, and proofreading writing.

*

The writing demonstrates substantial and successful revision.

The writing responds to substantive issues raised by the instructor and peers.

Errors of grammar, punctuation, and mechanics are proofread and edited so as not to interfere
with reading and understanding the writing.

19



uoissiw Ausiaatun 3o 3y8y ul saousuadxa Jolew pue a107) a1ei8aju sjuspnis Buidiay saded uonoayal e saunbay) prai4 tolei ul suols

I

(1uswalels
de) Joluag

SHPRID OF )
RSN u&
\ saousps feanteN O[]
Ll 24l seupwas Aynbuy i
3 (ﬁ S} Ov8T-008T ¥OON /|7
¥ &
i sadualg
1 121008 a1 up sruiiag Asnbug o
i\ _(#s) ovsT-ooeT ¥oon /|
28 :
: ek 5 AT Ssruuewng » w.m,
[ - % nes A e s 4 A YL Ut JBLIISS Alnbuy m
g seduaiey N\ 4. (2 5) ovpr-oopT oon /1
\ w jeqo|gy puesaduas _m._:pmzv.e. E . 2 Sy ey 4
i s@m/ "D 5) Ov8E-008€ ¥O2N ¢ @m A G e
“SUCNDAAP e sRuajle) ™ & Buoseay jeo1yia uoRelsidiau|
e 13 T 1905 b pue uojssaldxg aanesss)
aminy pue ‘sessauyeam 1\ 129010 puRsaiaRs epos i {1 5) 0¥67-0067 ¥OIN .
JsuaBuans ‘ymod 3 (= s) opae-009E ¥OON m fosiooeTvoon 4
Fant - ket - - - e e e Ko e ¥ ..gﬁ\.ﬂxi.%
| Sumboajeesagnps o d & seBuajiel) o uosI9g
ey :o.ﬁo.:?.wﬁcumam Ratl il {2GO[D PUP SaURWINY w.” uewng ay3 4o Aydosojiyg pue sanewsyewy
Pame sty 3 £ s} ovpe-covE wOIN /i {0 5) 00ST B0 (2 5} 00ZT ¥oON
ey ssofew sy Emmc.oma.mu Bmeygs s % £ "
sepajeudisap sasinoy  f ST ey :
A i aT suoneso|dx3 jeagdojoniyy TRuIag Bunpip Jnuapesy
adeside) [dauaiNdac (0 5) 0017 00N (425} 00TT ¥ooNn
/s1saqIvAg oupg.

Jofeyy Ut supasd

WNMOLLING 3100 MIN S AYSIIALU() SIS Jo weiSei(y

uvag "D uyor  udisa(y pavayovg puv Suivay fo dafsupay

20



Transfer of Learning and Backward Design  John C. Bean

(W{){'ﬁ'ﬂ_ﬁ A‘Q(OSS ‘7‘{4 Cwi’ﬁbu{uwu/ u}rﬁf{'ﬂg Y.
Principles and Approach for WAC/WID at Seattle University “’“if?ga-,a:ms)

WID Project for Seniors: “Expert Insider Prose” within Major

MacDonald’s Stages of Development; Novice to Expert
Stage 1 [what students bring from high school]: Nonacademic or pseudo-academic writing
Stage 2 [goal of first-year composition]: Generalized academic writing concerned with stating claims, offering
evidence, respecting others’ opinions, and learning how to write with authority.
Stage 3 [early courses in major]: Novice approximations of particular disciplinary ways of making knowledge.
Stage 4 Jadvanced courses in major]. Expert, ingider prose within a discipline [defined appropriately for
undergraduates]
Adapted from Susan Peck MacDonald, Professional Writing in the Humanities and Social Sciences.
Carbondale, Southern Hlinois UP, 1994 {p. 187}

Possible Forms of Expert, Insider Prose (to be determined by disciplinary faculty)

*  Academic or scholarly writing in the discipline (for example, a senior paper suitable for presentation
at an Undergraduate Research Conference)

e Professional workplace writing (proposals, reports, memos, technical papers, or other disciplinary
kinds of professional writing)

»  Civic or public argument on local or national issues related to the discipline

e Other kinds of writing or communication projects specific to a major or discipline (posters,

creativeprojects, Web sites, multi-media presentations, PowerPoint presentations)

Knowledge/Skills Needed for “Expert Insider Prosc”

This diagram is adapted from Anne Beaufort in College Writing and Beyond: A New Fromework
for University Writing Instruction. Logan UT: Utah State University Press, 2007, p, 19.
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Transfer of Learning and Backward Design ~ John C. Bean

Angther Sample Assignment from “The Science of Climate Change”
Pilot Freshman Inquiry Seminar in the Natural Sciences
Charity Lovitt, Chemistry

Your task: Write an informative paper of 2-3 pages aimed at helping a science interpreter at the Pacific Northwest
Science Center respond to a frequently encountered misconception about global warming, Your paper should
identify the misconception, show its origin and prevalence among climate skeptics, use peer reviewed data to
disprove the misconception, and propose a way that the scientific commumity could disseminate this corrected
message to the general public. Throughout, adapt your information to the audience so that it portrays the science
correctly without oversimplifying it or using complex wordage. Explain also the level of certainty/uncertainty in the
data. Where appropriate, create an effective drawing or graph to help support your message.

Annotated Bibliography: Each group will be given a list of four misconceptions. Each member of the group needs
to create an annotated bibliography on one of the misconceptions. Your objective is to identify at least one source
for each of the misconceptions (newspaper, TV show, government document, senate hearing, internet meme, journal
article, etc) and then determine-the scholarly literature on the topic. When possible, identify the earliest source of the
misconception and if you can, explain why it was made (incorrect interpretation of data, blatant misstating of daia,
something that was later disproved due to betfer instruments). You need to find peer-reviewed articles with data that
disprove the misconception. In your annotated bibliography, you will need to find at least 3 peer reviewed articles
about your topic and at least one non-scientific article that states your misconception (govemment documents, tv
news show, newspaper, etc) In the annotated bibliography, you need to list the reference in APA format (including
the title) and provide a brief 3-4 sentence summary/description of the main points of the article. See the example
annotated bibliography on the website for instructions on how this bibliography will be graded,

Examples of Climate Change Misconceptions

The uncertainty in climate models is so great that we can't predict the future.
¢ Animals and plants can adapt to global wanning.

¢ Global warming will trigger another ice age .
Climategate emails suggest that scientists have ‘tricks’ to ‘hide the decline’ in globaltemperatures

Artig ice melt is a patural cycle. The amount of ice on the poles-is always-changing so wecan't use ice melt

as an accurale measure
Water vapor is the most concentrated greenhouse gas. Since we can’t change the amount ofwater vapor, we

can’t stop global warming
Human contribution to CO2 is tiny; thus we can’t be the cause of increased CO2 levels.

L]

+ CO2 is a natural molecule so the EPA can’t classity it as a pollutant,

s Scientists can’t predict weather, so how can we trust them to predict the climate

*  Asthe temperature rises, the amount of water vapor will inciease, which means that there will be more .
cloud cover. Clouds provide negative feedback which will countcract all of the warming caused by
increased CO2

*  The ocean can absorb all of the CO2

*  Vokanoes emit more CO2 than humans.

»  Neptune is warming too so the increase in heat must be due to mcreascd solar radiation.

*  As the earth warms, spring and summer will occur earlier and more often, Since plants absorb CO2 from

the atmosphere, the increase in summer days will increase plant growth, which will help puil more CO2 -

from the atmosphere,
o Cow farts contribute more to global warming than car emissions
¢ We haven’t seen evidence of catastrophic warming so we have plenty of time to prevent environmental

collapse {from increased temperature.
Venus is a hot planet with CO2 in its atmosphere. However, it never underwent a runaway greenhouse

effect.
¢ Temperature patterns are linked ONLY to solar radiation.
In the historical record, CO2 follows temperature so it can not be possible that CO2 causesincreased

temperature,
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Transfer of Learning and Backward Design  John C. Bean

WPA = Council of Writing Program Administrators

Findings from the WPA/NSSE Research Project

on Writing and Deep Learning

NSSE = National Survey of Student Engagement

“Data came from three clusters of questions in which students were asked how many of their writing assignments
encouraged interactive writing activities (peer response, teacher response, visits to a writing center, etc.),
specified ‘meaning-constructing writing,” (synthesizing information, writing to a specific audience), and included
clear explanations of the instructor’s expectations. ... [R]esults show that more work in these areas [is]
associated with more engagement in deep learning activities and greater self-reported gains in practical
competence, personal and social development, and general education. In all but one example, the amount of
pages students wrote was less important for deep learning and gains than interactive writing, meaning-making,
and clear expectations.”

Anderson, P., Anson, C., Gonyea, B. & Paine, C. (2009). Using results from the Consortium for the Study of

Writing in College. Webinar handout. National Survey of Student Engagement. Retrieved April 20, 2010,

from htip://msse.iub.edu/webinars/archives.clin?showyear=2009& grouping=

Best Practices for Writing Assignments (Writing Scales that Correlated with Deep Learning)

Encourage For how many writing assignments have you:
Interactive ; ) ) ’
Writing . Bramstor{necf to develop your ideas before you started drafting your assu_;fxmem
Activities » Talked with your instiuctor to develop your ideas before you started drafling your
assignment
o Talked with a classmate, friend, or family member to develop your ideas before you started
drafting your assignment
s Received feedback from your instructor about a draft before turning in your final
assignment
e Received feedback from a classmate, friend, or family member about a draft before turning
in your final assipnments
e Visiting a campus-based writing or tutoring center to gethelp with your writing assignment
before turning it in.
Assign For how many of your writing assignments did you.
gg::t:z%;in g +  Summarize semet}xing you read, such as articles, books, or online publications
Writing +  Analyze or evaluate something you read, researched, or observed
Tasks »  Describe your methods or findings related to data you collected in lab or field work, a
survey project, etc.
s Argue a position using evidence and reasoning _
« Write in a style and format of a specific field (engineering, history, psychology, etc.)
» Explain in writing the meaning of numerical or statistical data
» Include drawing, tables, photos, screen shots, or other visual content into your writlen
assignrnent
s Create the project with multimedia (web page, poster, slide presentation such as
PowerPoint, etc.
Explain In how many of your writing assignments has your instructor:
;ir];gztgati B . Prm'klied clear instructions describing what he or she wgntcd you TO DO
Clearly +  Explained in advance what he or she wanted you TO LEARN
«  Explained in advance the criteria he or she would use to grade your assignment
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SCAN 190 First Year Inquiry Seminar:
Introduction to Scandinavia

Fall 2006

Syllabus
Professor:  Troy Storfjell
Time: Mondays and Wednesdays 1:45 to 3:30 p.m.

Place: Admin. 210

Office Hours: Tuesdays 8 to 9:50 a.m. and 11:50 am. to 2 p.m.
Fridays 1:45 to 2:45 p.m
And by appointment

Phone: 535-8514
E-mail: storfitai@plu.edu
Textbooks

«  Alanen, Arnold R., et al. Nordic Environment: Historical and Contemporary
Perspectives. NCCP No. 4. Madison: WITS, 1995.

+ Berger, John. Ways of Seeing. Penguin, 1990.

» DuBois, Thomas, et al. Family and Community in Scandinavia: An Overview.
NCCP No. 2. Madison: WITS, 1997.

e TFiell, Charlotte J. and Peter Fiell. Scandinavian Design. Taschen, 2005.
*  Haeg, Peter. Smilla’s Sense of Snow. Delta, 1995.

Ostergren, Robert. Norden: A Thematic and Historical Geography. NCCP No. 3.
Madison: WITS, 2002.

e Pred, Allan. Even in Sweden: Racisms, Racialized Spaces, and the Popular
Geographical Imagination. Berkeley: Univ. of California Press, 2000.

» Most recent issue of Nordic Reach magazine.

Additional readings will be handed out in class or posted online.

Course Description

Inquiry seminars are specially designed courses in which first year students are
introduced to the methods and topics of study within particular academic disciplines or
fields. Inquiry seminars also emphasize academic skills at the center of the First Year
Experience program. Working with other first-year students in a small-class setting that
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promotes active, seminar-style learning, students practice fundamental skills of literacy.
thinkine and community as they operate within that particular discipline.

in this inquiry seminar you will be introduced to the discipline of cultural studies
and the field of Scandinavian studies. You will explore some of the central questions that
thise of us who do cultural studies work ask, such as:

*  What is culture?

*  How does meaning work?

¢ Tow are individuals (“subjects”™) produced? (How are we made into mleEdLidi‘S
and how is the very concept of an individual made?)

* Hc)w are categories such as gender, ethnicity. and sexuality produced? How are
we Ywritten” into these categories?

*  What is class, and what is the relationship between systems for producing and
distributing goods (economics), on the one hand, and culture on the other?

You will also get to know the basic academic terrain of Scandinavian studies, or what it
is that Scandinavianist scholars study. You will read the kinds of texts that we read—
ficrary, cinematic, theoretical-critical, sociological, etc.—and learn some of the kinds of
things our field does with these texts. Since this course is adapted from SCAN 150 Intro
to Scandinavia, this course also introduces you to the Nordic Region (Scandinavia), its
people, societies, art and literature.

Goals:
At the end of this semester you should be able to demonstrate a broad

introductory knowledge of the Nordic Region, its societies and cultures, and of the field
of Scandinavian studies. You should also be able to perform cultural analysis activities,
and demonstrate a nuanced understanding of how culture produces us. You should also
have developed solid academic writing skills, and a clear ability to apply critical thought

to the material at hand.

Grading

Participation & classroom activities 20%
Papers 4G%
Midterm Exam 20%
Final Exam 20%

Participation & classroom activities:

This is a seminar, which means a small, discussion-based course. Instead of
lectures, we will be adopting a collaborative, community-of-learning-and-inquiry
approach. This means that you will need to come to class prepared to discuss and ask
questions of (and about) the reading material assigned for that day. Just showing up and
passively taking notes will not be enough to earn a good participation grade.

There will also be several smaller activities, and a larger Nordic advertising
presentation project. These will be described in due time, and will factor into this section

of your grade.
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Papers:

You will be writing several shorter papers over the course of this semester,
ranging in length between one and three pages. These will generally invite you to explore
several of the topics and texts we have dealt with, coming up with questions to them and
making connections with other materials covered in class. You are also encouraged to
make connections with things you may be familiar with from outside of class. Critical
thinking and questioning are of primary importance in these assignments. Good writing
and form is, as always, an important component of clear academic thinking and

argumentation.

Midterm Exam: ,

A midterm exam will be given in class on Wednesday, October 18™. This exam
will cover the material dealt with during the first half of the semester, and will consist of
a variety of questions, ranging from matching and multiple choice to short answer and

brief essay in form.

Final Exam:
The final exam will be given on --- at ---. It will include multiple format questions

over material covered during the second half of the semester, as well as essay questions
based on the Nordic Reach magazine—which you may bring with you to the exam-——that
will draw on material covered over the course of the entire semester.

Policies

Attendance:
Attendance is a mandatory component of this course. Absences will be excused

only for one of the following:

» illness, verified with a note from a health care provider;

+ adeath in the family; V

* an interview for a post-graduation job or for graduate school;

» participation in an organized, university-sponsored off-campus event (i.e., sporting
event, concert, etc.); or

« religious observance.
" Note that even if an absence is excused, students will still miss important material

and exercises, and will be held accountable for that material.

Academic Integrity:
Students must not cheat or plagiarize, and they must not condone these behaviors

or assist others who cheat or plagiarize. Academic misconduct not only jeopardizes the
career of the individual student involved, but it also undermines the scholastic '
achievements of all students and attacks the mission of this institution. Students are
inherently responsible to do their own work, thereby insuring the integrity of their
academic records.
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What is Academic Dishonesty?

I he most common forms of academic dishonesty are cheating and plagiarism.
Cheating includes, but is not limited to:

*  Submitting material that is not yours as part of your course performance, such as
copying from another student's exam, allowing another student to copy from your
cxam; or

« Using information or devices not allowed by the faculty; such as formulas or a
computer program or data, or unauthorized materials, such as a copy of an
examination before it is given; or

* [Pabricating information, such as data for a lab report; or ‘

* Violating procedures prescribed to protect the integrity of an assignment, test, or
other evaluation; or

* Collaborating with others on assignments without the instructor's consent; or

« Cooperating with or helping another student to cheat; or

»  Qther forms of dishonest behavior, such as having another person take an exam
for you, altering exam answers and requesting the exam be re-graded; or,
communicating with anyone other than a proctor or instructor during an exam.

Plagiarism includes, but is not limited to:

» Directly quoting the words of others without using quotation marks or indented
format to identify them; or

+  Using sources (published or unpublished) without identifying them, such as the
Internet (and particularly making use of an Internet paper writing service); or

* Paraphrasing materials or ideas of others without identifying the sources.

If you are unsure about something that you want to do or the proper use of materials, then
ask your instructor for clarification. Students may also read PLU’s Academic Dishonesty
policy in full at www.plu.edu/academics/integ.

Disability Information:
If you need course adaptations or accommodations because of a disability, if you

have emergency medical information to share with me, or if you need special
arrangements in case the building must be evacuated, please make an appointment with
me as soon as possible. If you have any questions concerning the services available for
students with disabilities at PLU, please contact Alene Klein, in Counseling and Testing,
located in Ramstad 106 or call x7206.
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Schedule
Week I: Intro

Wed., Sept. 6:
« Syllabus
¢ Film Budbringeren (Junk Mail, Pl Sletaune, 1996)

Week 2: What is Nordic Culture?

Mon., Sept. 11:
* Clifford Geertz, Chapter 1, Interpretation of Cultures

Wed., Sept. 13:
* Robert Ostergren, Norden: A Thematic and Historical Geography

Week 3: Nordic Setting

Mon., Sept. 18:
*  Paper on Budbringeren and Geertz
* Thomas DuBois et al., Family and Conmunity in Scandinavia: An
Overview

Wed. Sept. 20:
« Arnold R. Alanen ¢t al., Nordic Environment. Historical and
Contemporary Perspectives

Week 4: Class Consciousness
Mon., Sept. 25:

+  Walter Benjamin, “Thesis on the Philosophy of History™
» Film Pelle eroberen (Pelle the Conqueror, Bille August, 1987)

Wed., Sept. 27:
*  Film Pelle eroberen (Pelle the Congueror, Bille August, 1987)

Week 5: Visual Culture 1
Mon. Oct. 2:
« Paper on Pelle eroberen and Benjamin

» John Berger, Ways of Seeing 1-6
* Nordic art
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Wed., Oct. 4:
s John Berger, Ways of Seeing 7
« Nordic advertising

Week 6: Visual Culture 2

Mon., Oct. 9:
*  Advertising projects

Wed., Oct. 11:

o Fiell & Fiell, Scandinavian Design §-73

Week 7: Design

Mon., Oct. 16:
+  Fiell & Fiell, designers

Wed.. Oct. 18:
* MIDTERM EXAM

Week 8: Mapping Scandinavia with Smilla ]
Mon., Oct. 23:
* Ikea Paper

*  Peter Hoeg, Smilla’s Sense of Srnow
2

Wed., Oct. 25:
e Peter Hoeg, Smilla’s Sense of Snow

Week 9: Mapping Scandinavia with Smilla 2

Mon., Oct. 30:
s Peter Hoeg, Smilla’s Sense of Snow

Wed., Nov. 1:
» Peter Hoeg, Smilla’s Sense of Snow

Week 10: Mapping Scandinavia with Smilla 3

Mon., Nov. 6;
= Peter Hoeg, Smilla’s Sense of Snow

Wed., Nov. 8:
»  Peter Hoeg, Smilla’s Sense af Snow
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Week 11: Whose Scandinavia? Immigration, Nationalism, and Racism 1

Mon., Nov. 13;
+  Paper on Smilla’s Sense of Snow
«  Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination
«  Film Bdzo (Lars Goran Pettersson, 2003)

Wed., Nov. 15:
«  Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular

Imaginarion
»  Film Bdzo (Lars Goran Pettersson, 2003)

Week 12: Whose Scandinavia? Immigration, Nationalism, and Racism 2

Mon., Nov., 20:
e Allan Pred. Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination
»  The Rekjavik Grapevine

Wed., Nov. 22:
*  Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular
Imagination
s The Rekjavik Grapevine

Week 13: Whose Scandinavia? Immigration, Nationalism, and Racism 3

Mon., Nov. 27:
«  Allan Pred, Even in Sweden: Racisms, Racialized Spaces. and the Popular
Imagination ‘
e  Film Jalla! Jalla! (The Best Man’s Wedding, Josef Fares, 2000)

Wed., Nov, 29:
Allan Pred, Even in Sweden: Racisms, Racialized Spaces, and the Popular

Imagination »
Film Jalla! Jalla! (The Best Man's Wedding, Josef Fares, 2000)

Week 14: Film and Sexuality

Mon., Dec. 4:
*  Paper on Jalla! Jalla!
o Film Fucking Amal (Show Me Love, Lukas Moodyson, 1998)
« Robert P. Kolker, “The Film Text and Film Form™
»  Nordic Reach magazine
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Wed., Dec. 6:
*  Film Fucking Amal (Show Me Love, Lukas Moodyson, 1998)
* Smelik, “Gay and Lesbian Theory”
*  Nordic Reach magazine

Final Exam: Tuesday, Dec. 12, 1 to 2:50 p.m.
Bring your Nordic Reach magazine.
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Carleton College: Argument and Inquiry Seminars

An Argument and Inquiry seminar offers opportunities and tools for critical reading, deliberative
discussion, and effective college-level writing. We can break this down into the following
required components:

« 6 credits

o Offered fall term

« Allows only first-year students to enroll

¢ Graded

« Designated WR (for Writing Rich guidelines, see:
http://apps.carleton.edu/campus/writingprogram/writingrichguidelines/)

o  Explicitly introduces students to a liberal arts approach to learning and to the goals of the
seminars
(A conversation, discussion andior lecture should take place early in the term in which
the instructor discusses the goals of the A&l seminars and their place in Carleton’s
liberal arts experience)

« Develops the critical and creative skills they will need to thrive in academic work at
Carleton.

» Isdiscussion-based

« Fosters students’ intellectual independence

« Develops habits of critical thinking

o Clarifies how scholars ask questions

+ Teaches students how to find and evaluate information in reading and research

o Instructs students in using information effectively and ethically in constructing
arguments.

» Strengthens students’ habits of cooperation with peers
(Faculty are strongly encouraged to bring their students ' attention to the need for
cultural sensitivity, and to include a discussion of the CEDI document on ensuring
positive classroom climate.)

« Students and instructor must attend the A&I convocation address by TBD (date TBD)
and spend some time in class discussing it

Handout for session A.24, CCCC 2013
Carol Rutz

Carleton College
<crutz@carleton.edu>
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GUIDELINES FOR WRITING-RICH COURSES AT CARLETON

The ability to write effectively is one of the fundamental goals of a liberal arts education. In
writing-rich courses we strive to help students develop fundamental writing skills so that they
can use their writing to communicate effectively with a variety of audiences and for a variety of
purposes. Goals for college-level writing include attention to:

« Audience and purpose;

* Clarity of prose;

» Clear organization;

» Effective use of evidence;

« Appropriate diction;

» Effective use of Standard English.

LEARNING OUTCOMES FOR WR COURSES:

In writing-rich courses we also help students to:

» understand writing as a process and begin to develop an effective process of their own;

« learn how to seek and use feedback;

» gain an awareness of audience and of voice and begin to see themselves as part of a community
of scholars/writers;

« learn how to apply forms of attribution and citation as appropriate;

« understand accepted guidelines for academic honesty; ‘

« develop confidence in their writing, both through experience and also by producing at least one

polished piece of their own writing;

MAIN COMPONENTS OF A WR COURSE:

Number and Variety of Assignments
+ A WR course will normally have 3 or more writing assignments. These assignments may

include papers, posters, lab reports, web pages and other formats and types of writing;

« These assignments may be components of one large writing project or several smaller papers,
or some combination of the two;

« Informal, ungraded, writing assignments may also be used to help students create a polished
piece of writing,.

Opportunities for Feedback

+ A WR course will offer students feedback on their writing;

« This will take place through faculty comments or individual conferences and may also include:
writing tutors; peer review; class conferences; writing workshops; use of a Writing Assistant;
and other opportunities; '

Opportunities for Revision

+ A WR course will provide students with opportunities for revision;

« These may include rewriting to improve a grade; producing drafts of a paper in succession;
polishing a paper for the Sophomore Writing Portfolio; or something else.
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SPU historical and current
writing courses

and graduation requirements
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Current SPU Catalog All writing-related undergraduate requirements

Writing Competency
Prior to their first quarter at SPU, students coming directly from high schoof will have a writing score assigned them based on

pre-college indicators.

Note: English composition credits awarded for AP, CLEP, and 1B exams will exemipt students {rom having a writing score
assigned, as will credit awarded for a college compesition course in which a grade of at least C [2.0] is carned.

Transfer students who have not already taken and passed, with a grade of C (2.0) or better, a college-level composition course
must take the English Placement Test. To do so, they may contact the English Department at 206-281-2036 (o arrange testing.
Students will not be permitted to register for their second quarter at SPU until the English Placement Test has been taken.

«  Students whose scores indicate that they can write minimally at the coflege Tevel but need awriting course in order (o
succeed in college will be required to take ENG 2201 Intermediate College Wriling.

o Students whose score indicates they do not yet write on the college level will be required 10 enroll in a designated
section of ENG 2201 Intermediate College Writing and simultaneously to work with a tutor in the Writing Center,

All required coursework in writing must be completed by the end of a student’s first three quarters at SPU.

Writing (“W*") Courses

Courses designated as writing courses (3000- and 4000-level) offer a substantial component of writing designed o reinforce
students” carlier work in writing. At the same time, they provide instruction in the technical and stylistic sequavimanis o
writing appropriate to a particular discipline.

In these courses, students are expected to write at least two papers and a minimum of 3,000 words v

draft prose. Faculty members spend at least one class period providing instruction in wriling, and they ooy
for both content and form — not only for what is said, but also for how it is said. These courses nornuiiis |
for revision as well.

- USEM 1000:
This seminar introduces first-year college students to the liberal arts at a Christian university thr
investigation of a special topic. Students will write, speak, and practice critical thinking, participaie ‘1
projects, and use electronic and print learning resources. As an introduction to university lif.
students explore the meaning of Christian vocation and develop a love of learning. Seminar instricor
as faculty advisor to students in their seminar through the freshman year. Descriptions of particuia: -
available in the yearly class schedule.
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All Current SPU College Writing Courses

ENG 2201: Intermediate College Writing (3)

Prerequisite: Score of two, three or four in Writing Placement. Improves upon elementary college-writing skills through
readings, discussion, and the assignment of writing tasks typically found in college coursework. Tutorial sessions in the
Writing Center may be required.

Attributes; Writing Skills Competency

ENG 3301: Advanced Expository Writing (3)

Prerequisite: ENG 2201 or score of five to six in Writing Placement. Moves students beyond the academic essay and shows
them techniques for addressing an audience beyond the academy. Focuses on the exploratory, open-ended essay as a lens for
examining topics chosen by students in consulfation with the instructor.

Atuibutes: Upper-Division, Writing "W" Course, Writing Skills Competency
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Typical Writing Faculty Staffing
at

Peer and Comparable Universities
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Writing Programs are physical and online spaces that help students write effectively for audiences both within and beyond
the academy, develop their abilities as rhetors, and do their best work by composing and revising texts based on academic
and self-sponsored literacy projects. The National Council of Writing Program Administrators (CWPA) represents teachers
and researchers whose teaching and scholarship focus on intellectual and pedagogical aspects of writing programs and
their administration, ts goal is to provide resources, support, and services on matters attendant to the administration of
writing programs. Writing programs, for CWPA's purposes, specifically include all writing-across-the-disciplines programs,
writing centers, and writing courses with multiple sections.
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A statement on an education issue approved by the CCCC Executive Committee

Writing Assessment: A Position Statement

Prepared by CCCC Committee on Assessment, November 2006 (revised March 2009)

Introduction

Writing assessment can be used for a variety of appropriate purposes, both inside the classroom and outside: providing
assistance to students, awarding a grade, placing students in appropriate courses, allowing them to exit a course or
sequence of courses, cerlifying proficiency, and evaluating programs-- to name some of the more obvious. Given the high
stakes nature of many of these assessment purposes, it is crucial that assessment practices be guided by sound principles
to insure that they are valid, fair, and appropriate to the context and purposes for which they designed. This position

statement aims to provide that guidance.
in spite of the diverse uses to which writing assessment is put, the general principles undergirding it are similar:

Assessments of written literacy should be designed and evaiuated by well-informed current or future teachers of the
students being assessed, for purposes clearly understood by all the participants; should elicit from student writers a
variety of pieces, preferably over a substantial period of time; should encourage and reinforce good teaching
practices; and should be solidly grounded in the latest research on language learning as well as accepted best

assessment practices.

Guiding Principles for Assessment

1. Writing assessment is useful primarily as a means of improving teaching and learning. The primary purpose of
any assessment should govern its design, its implementation, and the generation and dissemination of its

results,

As aresult...

A. Best assessment practice is informed by pedagogical and curricular goals, which are in turn formatively
affected by the assessment, Teachers or administrators designing assessments should ground the assessment in
the classroom, program or departmental context. The goals or outcomes assessed should lead to assessment data
which is fed back to those involved with the regular activities assessed so that assessment results may be used to

make changes in practice.

B. Best assessment practice is undertaken in response to local goals, not external pressures, Even when
external forces require assessment, the local community must assert control of the assessment process, including

selection of the assessment instrument and criteria,

C. Best assessment practice provides regular professional development opportunities. Colleges,
universities, and secondary schools should make use of assessments as opportunities for professional
" development and for the exchange of informaticn about student abilities and institutional expectations.

2. Writing is by definition social. Learning to write entails learning to accomplish a range of purposes for a range
of audiences in a range of settings.

As aresult...

A. Best assessment practice engages students in contextualized, meaningful writing. The assessment of
writing must strive to set up writing tasks and situations that identify purposes appropriate to and appealing to the
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particular students being tested. Additionally, assessment must be contextualized in terms of why, where, and for
what purpose it is being undertaken; this context must also be clear to the students being assessed and to all

stakeholders.

B Eest assessment practice supports and harmonizes with what practice and research have demonstrated
to be effective ways of teaching writing. What is easiest to measure—often by means of a multiple choice
test—may correspond least to good writing; choosing a correct response from a set of possible answers is not
composing. As important, just asking students to write does not make the assessment instrument a good one.
“ssay ests that ask students to form and articulate opinions about some important issue, for instance, without time
to reflect, talk to others, read on the subject, revise, and have a human audience promote distorted notions of what
writing is. They also encourage poor teaching and little learning. Even teachers who recognize and employ the
sespads used by real writers in working with students can find their best efforts undercut by assessments such as

nese.

C. Best assessment practice is direct assessment by human readers. Assessment that isolates students and
forbids discussion and feedback from others conflicts with what we know about language use and the benefits of
social interaction during the writing process; it also is out of step with much classroom practice. Direct assessment
in the classroom should provide response that serves formative purposes, helping writers develop and shape ideas,
as well as organize, craft sentences, and edit. As stated by the CCCC Position Statement on Teaching, Learning,
and Assessing Writing in Digital Environments, “we oppose the use of machine-scored writing in the assessment of
writing.” Automated assessment programs do not respond as human readers. While they may promise consistency,
way distort the very nature of writing as a complex and context-rich interaction between people. They simplify
writing in ways that can mislead writers {o focus more on structure and grammar than on what they are saying by

using a given structure and style.

3. Any individual's writing ability is a sum of a variety of skills employed in a diversity of contexts, and individual
ability fluctuates unevenly among these varieties.

As aresult. ..

A. Best assessment practice uses multiple measures. One piece of writing—even if it is generated under the
most desirable conditions—can never serve as an indicator of overall writing ability, particularly for high-stakes
decisions. Ideally, writing ability must be assessed by more than one piece of writing, in more than one genre,
written on different occasions, for different audiences, and responded to and evaluated by multiple readers as part

of a substantial and sustained writing process.

B. Best assessment practice respects language variety and diversity and assesses writing on the basis of
effectiveness for readers, acknowledging that as purposes vary, criteria will as well. Standardized tests that
rely more on identifying grammatical and stylistic errors than authentic rhetorical choices disadvantage students
whose home dialect is not the dominant dialect. Assessing authentic acts of writing simultaneously raises
performance standards and provides multiple avenues to success. Thus students are not arbitrarily punished for
linguistic differences that in some contexts make them more, not less, effective communicators. Furthermare,
assessments that are keyed closely to an American cultural context may disadvantage second language writers,
The CCCC Statement on Second Language Writing and Writers calls on us "o recognize the regular presence of
second-language writers in writing classes, to understand their characteristics, and to develop instructional and
administrative practices that are sensitive to their linguistic and cultural needs.” Best assessment practice responds
to this call by creating assessments that are sensitive to the language varieties in use among the local population
and sensitive to the context-specific outcomes being assessed.

C. Best assessment practice includes assessment by peers, instructors, and the student writer himself or
herself. Valid assessment requires combining mulliple perspectives on a performance and generating an overall
assessment out of the combined descriptions of those multiple perspectives. As a result, assessments should
include formative and summative assessments from all these kinds of readers. Reflection by the writer on her or his
own writing processes and performances holds particular promise as a way of generating knowledge about writing
and increasing the ability to write successfully.
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4. Perceptions of writing are shaped by the methods and criteria used to assess writing.

As a result...

A. The methods and criteria that readers use to assess writing should be locally developed, deriving from
the particular context and purposes for the writing being assessed. The individual writing program, institution,
or consortium, should be recognized as a community of interpreters whose knowledge of context and purpose is
integral to the assessment. There is no test which can be used in all environments for all purposes, and the best
assessment for any group of students must be locally determined and may well be locally designed.

B. Best assessment practice clearly communicates what is valued and expected, and does not distort the
nature of writing or writing practices. If ability to compose for various audiences is valued, then an assessment
will assess this capability. For other contexts and purposes, other writing abilities might be valued, for instance, to
develop a position on the basis of reading multiple sources or to compose a multi-media piece, using text and
images. Values and purposes should drive assessment, not the reverse. A corollary to this statement is that
assessment practices and criteria should change as conceptions of texts and values change.

C. Best assessment practice enables students to demonstrate what they do well in writing. Standardized
tests tend to focus on readily accessed features of the language (grammatical correctness, stylistic choices) and on
error rather than on the appropriateness of the rhetorical choices that have been made. Consequently, the outcome
of such assessments is negative: students are said to demonstrate what they do wrong with language rather than
what they do well. Quality assessments will provide the opportunity for students to demonstrate the ways they can
write, displaying the strategies or skills taught in the relevant environment.

5. Assessment programs should be solidly grounded in the latest research on learning, writing, and assessment.

As aresuit,,,

A. Best assessment practice results from careful consideration of the costs and benefits of the range of
available approaches. it may be tempting to choose an inexpensive, quick assessment, but decision-makers
should consider the impact of assessment methods on students, faculty, and programs. The return on investment
from the direct assessment of writing by instructor-evaiuators includes student learning, professional development
of faculty, and program development. These benefits far outweigh the presumed benefits of cost, speed, and

simplicity that machine scoring might seem to promise.

B. Best assessment practice is continually under review and subject to change by well-informed faculty,
administrators, and legislators. Anyone charged with the responsibility of designing an assessment program
must be cognizant of the reievant research and must stay abreast of developments in the field. The theory and
practice of writing assessment is continually informed by significant publications in professional journals and by
presentations at regional and nationat conferences. The easy availability of this research to practitioners makes

ignorance of its content reprehensible.

Applications to Assessment Settings

The guiding principles apply to assessment conducting in any setting. In addition, we offer the following guidelines for
situations that may be encountered in specific settings.

Assessment in the Classroom

In a course context, writing assessment should be part of the highly social activity within the community of faculty and
students in the class. This social activity includes:

« a period of ungraded work (prior to the completion of graded work) that receives response from multiple readers,

including peer reviewers,
¢ assessment of texts—from initlal through te final drafts—by human readers, and

+ more than one opportunity to demonstrate outcomes. ' 53
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Self-assessment should also be encéuraged. Assessment practices and criteria should match the particular kind of text
being created and its purpose. These criteria should be clearly communicated to students in advance so that the students

can be guided by the criteria while writing.

Assessment for Placement

Placement criteria in the most responsible programs will be clearly connected to any differences in the available courses.
Experienced instructor-evaluators can most effectively make a judgment regarding which course would best serve each
student's needs and assign each student to the appropriate course. If scoring systems are used, scores should derive from
criteria that grow out of the work of the courses into which students are being placed.

Decision-makers shouid carefully weigh the educational costs and benefits of timed tests, portfolios, directed self
placement, etc. In the minds of those assessed, each of these methods implicitly establishes its value over that of others,
so the first impact is likely to be on what students come to befieve about wiiting. For example, timed writing may suggest to
students that writing always cramps one for time and that real writing is always a test. Machine-scored tests may focus
students on error-correction rather than on effective communication. In contrast, the value of portfolio assessment is that it
honors the processes by which writers develop their ideas and re-negotiate how their communications are heard within a

language community.

Students should have the right to weigh in on their assessment. Self-placement without direction may become merely a
right to fail, whereas directed self-placement, either alone or in combination with other methods, provides not only useful

information but also involves and invests the student in making effective life decisions.

If for financial or even programmatic reasons the initial method of placement is somewhat reductive, instructors of record
should create an opportunity early in the semester to review and change students’ placement assignments, and uniform
procedures should be established to facilitate the easy re-placement of improperly placed students. Even when the
placement process entails direct assessment of writing, the system should accommodate the possibility of improper
placement. If assessment employs machine scoring, whether of actual writing or of items designed to elicit error, it is
particularly essential that every effort be made through statistical verification to see that students, individually and
collectively, are placed in courses that can appropriately address their skills and abilities.

Placement processes should be continually assessed and revised in accord with course content and overall program
goals. This is especially important when machine-scored assessments are used. Using methods that are employed
uniformly, teachers of record should verify that students are appropriately placed. If students are placed according to
scores on such tests, the ranges of placement must be revisited regularly to accommodate changes in curricula and shifts

in the abilities of the student population.

Assessment of Proficiency

Proficiency or exit assessment involves high stakes for students. in this context, assessments that make use of substantial
and sustained writing processes are especially important.

Judgments of proficiency must also be made on the basis of performances in multiple and varied writing situations (for
example, a variety of topics, audiences, purposes, genres).

The assessment criteria should be clearly connected to desired outcomes. When proficiency is being determined, the
assessment should be informed by such things as the core abilities adopted by the institution, the course outcomes
established for a program, and/or the stated outcomes of a single course or class. Assessments that do not address such

outcomes fack validity in determining proficiency.
The higher the stakes, the more important it is that assessment be direct rather than indirect, based on actual writing

rather than on answers on multiple-choice tests, and evalualed by people involved in the instruction of the student rather
than via machine scoring. To evaluate the proficiency of a writer on other criteria than multiple writing tasks and situations

is essentially disrespectful of the writer.
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Assessment of Programs

Program assessment refers to evaluations of performance in a farge group, such as students in a multi-section course or
majors graduating from a department. Because assessment offers information about student performance and the factors
which affect that performance, it is an important way for programs or departments to monitor and develop their practice.

Programs and depariments should see themselves as communities of professionals whose assessment activities reveal
common values, provide opportunities for inquiry and debate about unsettled issues, and communicate measures of
effectiveness to those inside and outside the program. Members of the community are in the best position to guide
decisions about what assessments will best inform that community. It is important to bear in mind that random sampling of
students can often provide large-scale information and that regular assessment should affect practice.

Assessment for School Admission

Admissions tests are not only high stakes for students, they are also an extremely important component for educational
institutions dstermining if they and a student are an appropriate match. Consequently, where students’ writing ability is a
factor in the admissions decision, the writing assessments should consist of direct measures of actual writing. Moreover,
the assessment should consist of multiple writing tasks and should allow sufficient time for a student to engage in all
stages of the writing process.

Assessments should be appropriate to educational institutions’ distinctive missions and student populations, although
simitar institutions may collaborate to create assessments. Assessment should be developed in consultation with high

school writing teachers.

This position statement may be printed, capied, and disseminated without permission from NCTE.
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m National Council of Teachers of English

A Professional Assaciation of Educators in English Studies, Literacy, and Language Arts
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Standards for the Assessment of Reading and Writing, Revised
Edition (2009)

Quality assessment is a process of inquiry, It requires gathering information and setting conditions so that the
classroom, school, and community become centers of inquiry where students, teachers, and other stakeholders can
examine their learning—individually and collaboratively—and find ways to improve their practice.

In Fall 2007, the National Council of Teachers of English and the International Reading Association

[hitp:/Avww reading.ora] appointed a Joint Task Force on Assessment to update the Standards for the Assessment of
Reading and Writing, originally published by the two organizations in 1994. The revised document aims to improve the
quality of assessment by providing standards to guide decisions about assessing the teaching and fearning of literacy in

21st-century classrooms.

The standards rest on understandings about assessment, languiage, and literacy generated by research over the past 40
years. A brief conceptual framework is presented in the introduction. Each standard, accessible from the links below and
from links in the left menu, opens with a brief explanatory paragraph, followed by an expanded discussion of the standard.
The document also includes brief case studies that make the implications of the standards concrete.

The document is also available for purchase in book form. [hitps://secure ncte ora/store/assessment-standards-revised]

Introduction [http:/lwww.ncte.org/standards/assessmentstandards/introduction]

The Standards

1. The interests of the student are paramount in assessment [hitp:/fwww.ncte ora/standards/assessmentstandards

{standard1] .

2. The teacher is the most important agent of assessment. [http:/fwww.ncte. org/standards/assessmentstandards
/standard?

3. The primary purpose of assessment is to improve teaching and learning. [hitp /www.ncte ora/standards

fassessmentstandards/standard3]
4. Assessment must reflect and allow for critical inquiry into curriculum and instruction. [http:/fiwww.ncte.ora/standards

fassessmentstandards/standard4

5. Assessment must recognize and reflect the intellectually and socially complex nature of reading and writing and the
imporant roles of school, home, and society in literacy development. Thttp://www.ncte.ora/standards
/assessmentstandards/standard5) -

6. Assessment must be fair and equitable. [hitp://www.ncte ora/standards/assessmentstandards/standards]

7. The conseguences of an assessment procedure are the first and most important consideration in establishing the
validity of the assessment. [hitp./iwww.ncte.cra/siandards/assessmentstandards/stancard?]

8. The assessment process should involve multiple perspectives and sources of data. [http:/fwww.ncte. orgfstandards
jassessmentstandards/standard8] '

9. Assessment must be based in the local school learning community, including active and essential participation of
farnilies and community members. [http./Avww.ncle.org/standards/assessmentstandards/standard9]
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10. ‘Al stakeholders in the educational community—students, families, teachers, administrators, policymakers. and the
public—must have an equal veice in the develgpment, interpretation, and reporting of assessment information,

[hitp:/iwww.ncte.org/standards/assessmentstandards/standard10]
11. Families must be involved as active, essential participants in the assessment process. [http:livww.ncte.org

rds/ n rdds/stan

Case Studies 1 & 2: National Monitoring of Education [http://www.ncte.org/standards/assessmentstandards
[casestudiesal

Case Studies 3 & 4: Schoo! and Classroom Assessments: Response to intervention in the United States
[hitp:/lwww.ncte.org/standards/assessmentstandards/casestudieshb]

Glossary [hitp:/iwww.ncte.ora/standards/assessmentstandards/ylossary]

Members of the NCTE-IRA Joint Task Force gn Assessment

[hitp:/iwww.ncte.org/stand ardsfa'ssessmentstanda rds/taskforce]
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Learning and Technology Task Force

Digital Wisdom Recommendation

Established by the Provost in spring 2013, the Learning and Technology Task Force exists to
explore technological education and educational technology at SPU. The task force is charged to
generate recommendations about the digital competencies, tools, spaces, and programming
needed to support and advance student learning and development at SPU.

Task force members:

Michael Paulus, Library (Chair)
Ryan Ingersoll, Library

Ryan LaBrie, SBE

Laura Sweat, SOT

Dave Tindall, CIS

David Wicks, SOE

The task force’s first recommendation is for SPU to adopt a definition of digital wisdom and
integrate related outcomes into the outcomes described in SPU’s Undergraduate Degree
Program Learning Outcomes. This document identifies the outcomes SPU currently aims to
achieve to graduate “people of competence and character, becoming people of wisdom, and
modeling grace-filled community.”* These outcomes, approved by the faculty in 2005, include
the demonstration, integration, application, and communication of knowledge as well as the
development of interpersonal, social, and professional skills. Outcomes associated with the
concept of digital wisdom are connected with all of these outcomes, as well as many of the
outcomes of SPU’s graduate programs.

More than ten years ago, Marc Prensky introduced the terms “digital natives” and “digital
immigrants.” Prensky says a more helpful distinction now is “digital wisdom,” which he defines
as “a two-fold concept, referring both [1] to wisdom arising from the use of digital technology to
access cognitive power beyond our usual capacity and [2] to wisdom in the use of technology to
enhance our innate capabilities.”? Becoming “people of wisdom” includes being able to use new
and emerging technologies wisely.

Digital wisdom begins with a mastery of certain digital competencies or literacies. A working
definition of a digitally literate person describes someone who:

! Assessment Committee, Seattle Pacific University Undergraduate Degree Program Learning Outcomes, approved
May 2005, available from http://www.spu.edu/depts/oaa/documents/assessment/UGDegreelearningoutcomes-
May05.pdf.

2 Marc Prensky, “From Digital Natives to Digital Wisdom,” in From Digital Natives to Digital Wisdom: Hopeful
Essays for 21% Century Learning (Thousand Oaks, Calif.: Corwin, 2012), 202.
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possesses the variety of skills—cognitive and technical—required to find, understand,
evaluate, create, and communicate digital information in a wide variety of formats;

is able to use diverse technologies appropriately and effectively to search for and retrieve
information, interpret search results, and judge the quality of the information retrieved,
understands the relationships among technology, lifelong learning, personal privacy, and
appropriate stewardship of information;

uses these skills and the appropriate technologies to communicate and collaborate with
peers, colleagues, family, and on occasion the general public;

uses these skills to participate actively in civic society and contribute to a vibrant,

informed, and engaged community.®

Supplementing these competencies, a digitally wise person could be described as someone who

also:

e understands and practices the legal and ethical principles around content creation,
ownership, dissemination, publication, copyright, plagiarism, acceptable use, and

preservation;
e demonstrates digital literacy within a particular disciplinary or professional context;
o reflectively uses technologies with an awareness of implications for character formation
and spiritual development.

In addition to defining digital wisdom and formulating outcomes, methods for assessing these
outcomes would need to be determined. The National Survey of Student Engagement (NSSE)

provides one measurement of how students assess SPU’s contributions to digital literacy:

Educational To what extent has your experience at this institution contributed to your knowledge, skills,
and Personal and personal development in the following areas?
Growth 1=Very little, 2=Some, 3=Quite a bit, 4=Very much
SPU CCC&U Carnegie Class NSSE 2011
Sig | Effect Sig | Effect Sig | Effect
a a a a

Class Mean Mean b Size © Mean b Size © Mean b Size ©
Using
computing and FY 2.70 297 | *** -.30 3.05 | *** -.39 3.05 | *** -.39
information
technology SR 2.93 3.16 | *** -.27 3.21 | *** -.32 3.20 | *** -.31

A recent report from the Washington Student Achievement Council (to which David Wicks
contributed) states:

3 Digital Literacy Task Force of the American Library Association Digital Literacy, Libraries, and Public Policy
(American Library Association Digital Literacy Task Force, 2013), 2, available from

http://www.districtdispatch.org/wp-content/uploads/2013/01/2012 OITP_digilitreport 1 22 13.pdf.
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The fundamental responsibility for educators is to focus on student learning and students’
educational experiences. We need to be nimble in the usage of technology, and we must
ensure that the learning objectives determine the selection and use of technology.*

The wise use of technology is increasingly important for academic work and success as well as
personal and professional development. As SPU reviews and refines how we cultivate people of
competence, character, and wisdom, it seems appropriate that the concept of digital wisdom be
incorporated into the outcomes that we articulate and pursue throughout our curricula.

November 4, 2013

4 Washington Student Achievement Council, Ten-Year Roadmap Issue Briefing: Challenge Area: Capturing the

Potential of Technology, May 2013, available from http://www.wsac.wa.gov/sites/default/files/Council-
Technology_IssueBriefing_1.pdf.
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Appendix 5: Colloquia Examples
Colloquim: Global Hunger

In this one credit colloquium students will learn how scientists and health care professionals define
hunger and malnutrition, about its prevalence in the world, consequences for babies, children and
women, the role of food aid and political advocacy in ending hunger, and how Christians might respond
to hunger. Students will learn how to find data on appropriate websites such as the WHO and UNICEF
sites, we’ll read and discuss David Beckman’s book Exodus from Hunger: We Are Called to Change the
Politics of Hunger and watch a film together. Of the eight sessions, five will be devoted to discussing
these topics. The other three sessions will be devoted to learning how to use the university catalog and
Banner system as college self-management tools, work effectively with a faculty advisor, explore options
for majors and minors, and to learning about academic resources available to students along with
general strategies for college success.

Colloquium: Engineering

Each week my group would focus on an article that we all would read before-hand from engineering
practitioner magazines about cutting edge topics relevant for everyday people (e.g. issues of electronic
voting, understanding solar power, brain-powered prosthetics, etc.). Our time together would focus on
what data was presented, what bias might be present, what the impact might be of the author’s
conclusions, what knowledge the author must have had in order to write the article, etc. These would
lead to discussions around the need for a college education and the concepts of vocation and calling.

“Anglophilia”
Prof. Christine Chaney, English

The love of all things English may seem like a recent American or popular culture phenomenon (think of
“Downtown Abbey” mania, the passion for royal weddings, or endless hit Jane Austen movies). But in
fact “Anglophilia” (the Latin meaning literally “love of England”) goes back centuries and across
continents, influencing serious movements in government, history, and culture from the 18" century
onward in countries from Germany to Russia. As the aristocrat Sophie von La Roche wrote in 1786 as
she voyaged toward London:

“England! You make me tremble for joy! For | confess books and travel have always been for
me the only perfect happiness of this life. Especially England, whose history, writers and
agriculture | loved for so long -- my whole soul was eager!”

In this colloquium, we will investigate how this “England” (our own American “mother country”) has
been so constructed and idealized for centuries as a model of Protestant religious tolerance, cultural
civility, representative democracy, and the highest achievements in language and literature — and
whether or not it actually deserves so much unbridled love. We will look closely at the remarkable
continuity of what Anglophiles say they love about England -- from Sophie von La Roche in 1786 to the


http://www.exodusfromhunger.org/
http://www.exodusfromhunger.org/

most rabid Sherlock Holmes fan now. In fact, recent linguistic research has shown a marked in increase
in British-English expressions in both casual conversation and news reportage in only the past five years.

How, then, has global travel and the worldwide globalization of sport, film, television, and literature
helped foster these recent connections? And how were they so robust in earlier centuries when books
and ideas travelled much more slowly? Why, in particular, do “English stories” seem to be an unending
source of love and admiration across the globe — from Shakespeare to Austen, Dickens, Sherlock, and
Tolkien?

We will read, watch, and discuss lots of lively material related to this topic in our colloquium for most of the
quarter. But we will also spend several sessions on more practical matters, especially as the quarter goes on,
looking at the university catalog and Banner system as college self-management tools. We will also talk
about strategies for planning coursework as well as the role of faculty advisors, majors and minors, and
other general strategies for college success.



Colloquium Synopsis

Brian Chin
Music

Hypothetical ‘Syllabus’

Week 1

Week 2

Week 3

Week 4

Week 4

Week 5

Week 6

Week 7

Week 8

Introduction: Why music? (why do we all do what we do? Why is music a
cultural and human universal? Why are we still fighting for music in our
schools? What is music’s place in the 21st century?

Active Listening. What do you hear? (i.e. how to talk about music. how to
really hear what is happening. how to use recordings and live music as the
ultimate learning tool.

Success in College. A discussion around what makes for a complete and
successful college experience including: time management,
work/school/social balance, life away from home, strategies for academic
success, strategies for graduating as an artist prepared or the 21st century.

Seattle as a cultural hub. An exploration of the art and music in Seattle and
an overview of Seattle’s eclectic lineage and it’s tendency to be an artistic

incubator. How to engage with our city and it’s artistic culture.

Field trip: Library. A tour of the musical resources at the library. How to
search for items, find scores, check out recordings.

Advising and one-on-one meetings

Where does talent come from? A discussion around the intersection of the
philosophies of God-given talent and freewill.

Practice makes...? An introduction to practice and skill/talent development.

Conclusion: Why Music? A ‘full circle’ discussion emphasizing mission,
purpose, and vocation.



Colloquium Synopsis
Andrew Ryder

Theatre

Hypothetical “Responding to Contemporary Theatre” Syllabus

Week 1

Week 2

Week 3

Week 4

Week 5

Week 6

Week 7

Week 8

Introduction: What have we seen, heard, and felt in the best theatre we've
seen and made?

See a local theatre production together.

Responding: What questions do we ask of the theatre we see and make?
What were they trying to do? How well was it done? Was it worth doing?

See a local theatre production together.

Responding: What questions do we ask of the theatre we see and make?
What were they trying to do? How well was it done? Was it worth doing?

Advising and one-on-one meetings

Field trip: Library. A tour of the theatre resources at the library. How to
search for items, find scripts, check out dvds.

Success in College. A discussion around what makes for a complete and
successful college experience including: time management,
work/school/social balance, life away from home, strategies for academic
success, strategies for graduating as an artist prepared or the 21st century.
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Transfer bf Learning and Backward Design  John C. Béan

Another Sample Assignment from “The Science of Climate Change”
Pilot Freshman Inquiry Seminar in the Natural Sciences
Charity Lovitt, Chemistry

Your task: Write an informative paper of 2-3 pages aimed at helping a science interpreter at the Pacific Northwest
Science Center respond to a frequently encountered misconception about global warming. Your paper should
identify the misconception, show its origin and prevalence among climate skeptics, use peer reviewed data to
disprove the misconeeption, and propose a way that the scientific community could disseminate this corrected
message to the general public. Throughout, adapt your information to the audience so that it portrays the science
correctly without oversimplifying it or using complex wordage. Explain also the level of cerfainty/uncertainty in the
data. Where appropriate, create an effective drawing or graph to help support your message,

Annotated Bibliography: Each group will be given a fist of four misconceptions. Bach member of the group needs
to create an annotated bibliography on one of the misconceptions. Your objective is to identify at least one source
for each of the misconceptions (newspaper, TV show, government document, senate hearing, internet merne, journal
article, etc) and then determine the scholarly literature on the topic. When possible, identify the earliest source of the
‘misconception and if you can, explain why it was made (incorrect interpretation of data, blatant misstating of data,
something that was later disproved due to betfer instruments). You need to find pesr-reviewed articles with data that
disprove the misconception. In your annotated bibliography, you will need to find at least 3 peer reviewed articles
about your topic and at least one non-scientific article that states your misconception (government documents, tv
news show, newspaper, etc) In the annotated bibliography, you need to list the reference in APA format (including
the title) and provide a brief 3-4 sentence summary/description of the main points of the article, See the example
annotated bibliography on the website for instructions on how this bibliography will be graded.

Examples of Climate Change Misconceptions

+ The uncertainty in climate models is so great that we can’t predict the future.

Animals and plants can adapt to global warming,

Global warming will trigger another ice age

Climategate emails suggest that scientists have ‘“tricks’ to ‘hide the decline’ in globaltemnperatures

Artic ice melt is a natural cycle. The amount of ice on the poles is always-changing so wecan't use ice melt

as an acourate measure.
Water vapor is the most concentrated greenhouse gas. Since we can’t change the amount ofwater vapor, we

can’t stop global warming

Human contribution te CO2 is tiny; thus we can’t be the cause of increased COZ levels.

-+ CO2 is a natural molecule so the EPA can’t classity it as a poliutant,

Scientists can’t predict weather, so how can we trust them to predict the climate

As the temperature rises, the amount of water vapor will inciease, which means that there will be more .
cloud cover. Clouds provide negative feedback which will countcract all of the warming caused by

increased CO2

“The ocean can absorb all of the CO2

Volganoes emit more CO2 than humans.

Neptune is warming too so the increase in heat must be due to mcreass:d solar radiation.

As the earth warms, spring and summer will occur earlier and more often. Since plants absorb CO2 from
the atmosphere, the increase in summer days will-increase plant growth, which will help pull more CO2 -

from the atmosphere.
s Cow farts contribute more to global warming than caremissions
»  We haven't seen evidence of catastrophic warming so we have plenty of time to prevent environmental

collapse from increased temperature,
Venus is a hot planet with CO2 in its atmosphere However, it never underwent a runaway greenhouse

effect.
¢ Temperature patterns are linked ONLY to solar radiation.
In the historical record, COZ follows temperature so it can not be possible that CO2 causesincreased

® & o o

* 5 o @

temperature,
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